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ABSTRACT
Teaching Critical Thinking Through Student Self Analysis
of Video Taped Seminar Discussions
by
James M. Miller, Doctor of Education
Utah State University, 1973
Major Professor: Dr . James P . Shaver
Department: Educational Administration
The main objective of the Cedar High School (C . H. S.) study was to
develop a curriculum that would be useful to the social studies educator
interested in teaching critical thinJ<ing skills to high school students.

The

model for teaching critical thinJ<ing that was followed during the C. H. S. study
included three requirements.

The first was to identify those critica l thinking

skills that would be useful to students during discussion of controversial
issues.

The second requirement of the critical thinJ<ing model was to teach

these context specific critical thinking skills to students.

This requirement

was met by using a variety of materials, including a demonstration video
tape that provided a written ru1d verbal description of each of the c1itical
thinldng skills taught in the C. H. S. study followed by a demonstration of the
skill.

The third requirement of the model was that students who had been

taught the critical thinl<ing skills be given the opportunity to use the skills
in realistic situations. This requirement was met by having students meet

X

in small groups to di scuss controversial issues using the critical thinking
ski ll s which harl IJC'rn taught to them via thC' demonstration video tape.
An important part of the study was to record students on video tape
during their discussions and then to have students view the video tapes and
perform a self- evaluation as to how often they had used each of the previously
identified critical thinking skills.

This self-evaluation was performed using

a Seminar Discussion Check List (S.D. C. L.) prepared as part of the C. H. S.
study.

The S.D. C. L. identified each of the critical thinking categories, and

gave a verbal description of the ski ll, as well as providing an example of the
skill in a conversational setting.
Students from a social issues and an American history class at C. H. S.
were randomly assigned to three treatment classifications.
included video, audio , and non-media groups.

The classifications

The video and audio groups were

recorded on video or aduio tape for later self-evaluation by students using the
S.D. C. L. The non-media group, which was designated the control group, was
not recorded but carried out its self-evaluation from memory.
The effectiveness of the video tape procedures was assessed with a
posttest-only control group design, using analysis of covariance as the
statistical technique with students' overall grade point average (G. P.A.) as
the covariate for the first series of posttest given in November, 1972, and
with G. P. A. and November posttest scores as additional covariates for a
second posttest given in December, 1972. The second series of posttest
were given to assess any variability in the critical thinldng retention rates
among students in the three treatment classifications.

xi

The depe ndent variables were the Social Issues Analysis Test No. 1,
(SIA T No. 1) and the Watson-Glaser Critical Thinking Apprai sal (W. G. C. T. A.).
The

s. D. C. L.

was also used as a dependent variable.

Inasmuch as it was

impossible to get individual scores from audio tapes of student discussions,
an

an~ lysis

of variance using group means on the S.D. C. L. was performed .

The hypotheses were that students in the expe rim ental video discussion groups in the s ocial issues and American history classes would have
higher November and December posttest mean critical thinking scores on all
three dependent variables than would students in the audio and non-m edia
discussion groups . The null hypothesis, however, was accepted for each
hypothesis.
It was recommended that social s tudies educators continued to investi-

gate the effectiveness of the th ree -step model for teaching the critical thinking process. It was a lso recommended that additional research be conducted
to assess the relative cffecti veness of video and audio tape feedback as part
of the minicourse model for teaching . A final recommendation was that
additional research be conducted concerning the effecti veness of an observational system such as the S.D. C. L. as an instrument for self- evaluation and
as a device for collecting research data .
(173 pages)

CHAPTER I
TilE PROBLEM

One of the greatest challenges in American education today is the
selection of appropriate goals for the social studies curriculum in the public
schools. The search for suitable goals in the social studies field has been
intensified recently by the concern of some adults that the "youth culture, "
with its music, mores, and philosophy, is part of a collapse of the "American" way of life.

Pollticians of various persuasions have called upon the

schools to become accountable for the non-academic attitudes as well as the
intellectual learnings of th ei r students.

Students, on the other hand, have

emphasized that the school has no right or responsibility to propaga ndize
them with what they consider to be " trite clich€s."
This conflict between the "establishment" and the "youth culture,"
sometimes called the "generation gap," provides an example of one of the
major problems facing social studies education, the obvious inability of
large segments of American society to understand the different values and
goals of other segments of society.

Not only have social studies educators

failed to help our citizens unders tand that value conflicts are a normal part
of a society which encourages individualism in a pluralistic context , but they
have too often failed to provide instruction in the skills necessary to resolve
these conflicts in a thoughtful way.

2

There are undoubtedly times in a s tudent's school day, outside of
the soc ial studies classroom, when issues are discussed and conflicts are
resolved.

Although these instances are a natural part of an on-going social

proce ss , their occurrence, helpful though it may be, tends to be accidental
or at least incidental to the regularly pla nned classroom activity.

These

incidental occurrences are likely to be meaningful to students because they
are discussions of existing problem s .

But it is doubtful that a s tudent will

become proficient in a process of problem solving or critical thinking
through encountering conflict situations without some guidance in strategy
and skill development. It is the responsibility of the social studies curricu!urn bu ilder to purposely plan and present to students situations which will
allow for decision-making in a thoughtful, reflective way.
Social studies educators, according to Shaver (1970, p. 2) , have
"taken on the mantel of citizenship education" and because of the acceptance
of this responsibility the designer of the social studies curriculum must
provide opportunities for students to react to thought provoking social issues
that allow individuals to form value judgements and reach conclusions necessary for good citizenship.
The social studies curriculum designer and teacher
should have a clear conception of the importance of pluralism-a spectrum of value commitments --to the decision making
proce sses of a democratic society, of the ethical nature of the
society's basic deci sions, of the role of values in providing
justification for ethical decisions, and of the vague and competing
nature of values in our society. He must be able to put his attempts to strengthen students' commitments and to help s tudents
clarify and apply values in the context of the democratic commitment to human dignity and to the use of intelligence which
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tifferentiates man from t he lower animals . His position mu st
be more than the euphemi s m t hat contro ve r sy if g-ood in and of
itself.
But he must not only ha vc a clear rationale based on the
nature of our society and it s value~, but he must be have in
accordance with that r:ttionale in the classroom. The discus s ion of is sues should take place in the context of the clarifi cation of values and va lu e confli cts, not as an imposition of
values by the teacher. A clear model of the role of values in
c ritical thinking--something that is now mission from availab le social studies textbooks--must guide his teaching. (Shaver,
1970, p. 11)
T he discussion of value conflicts or of conflict management has been
largely ignored in the social studies curri culum in favo r of a structured approach that stresses the memorization of historical facts which are to create
somehow an understanding of the "American ethic" and develop the skills of
good c iti zenship .
The fact is, howe ver , that social studies educators are being pres sured to make their curriculum offeri ngs more meaningful in terms of
soci ety's present need to have citizens who understand the roots of conflict
and possess the skills to thoughtfully resolve these differences.

Blake and

Mouton (1970) alluded to this problem recently when they stated that:
Classroom learning methodologies that could enable men to
gain insights regarding conflict and acquire skills for resolving
it s eem to be impoverished. To aid men in acquiring both the
conceptual understanding for managing conflict and the skills to
s ee their own r eactions in s ituations of confli ct , man-to-man
feedback seems t o be an essential condition. (Blake and Mouton,
1970, p. 417 )
A soc ial studies c lassroom that attempted to implement the suggestions
given by Blake and Mouton (1970) for teaching citizenship education would need
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to accept the hypothesis tha t it is possibl e to "gain insights regarding conflict
and to

:~cquire

skills for reso lving it." (p. 417)

The research r eported in thi s paper is the result of just su ch a
hypothesi s.

Th e methods u sed to ga in the "insights r egarding confli ct"

and the acquisition of "skills for resolving it" are based on curriculum
mode ls for citizenship education developed primarily by Oliver and Shaver
(1 96 6) and by Shaver and Larkins (1969).

The e vents which prompted this

particular study did not begin with the researchers just mentioned, however;
but rather with an attempt to evaluate the impact of educational offerings at
Cedar High School, in Cedar City, Utah.
J. Clair Morris, then the school 's principal, conducted a study

(Morris, 196 8) extending over the p e riod 1962 to 1968, to evaluate the broad
scope of inno vati ve programs being tried at Cedar 1-ligh School. These programs had been developed on the basis of ideas and educational prescriptions
s et forth by teache r s, parents, a nd students from Cedar City , with a dditiona l
he lp from pe r sonnel of the School Plant Planning Laboratory at Stanford
Urn ve rsity.

In c luded were team teachi ng, independent study, sm a ll group

study, phasing , non-graded class es , continuous progress programs, vocational programs, a nd rotating and modular schedules.
Morris ' (1968) study was a imed at assessing achievement (in m athematics , science, social studies, reading, li stening and wri ting), attitudes,
library skills, education aspirations, sociometric status , and school dropout rate.

Tests were admimstered in April of each of fi ve years, with the
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s c hool year 19G2- G3 used as the base year for comparing student progress,
as it was the last year Cedar High u sed a so-called " conventiona l" method of
instruction.

In t hree areas , Morris (196 8) found s ignifi cant differences that

ind icated a clownwarcl trend in stude nt achi evement following the introduction
of the innovative program.

These areas were: study habits and attitudes ,

library skills, a nd critical thinking.
Table 1, reproduced from Morris ' dissertation (1968 , p. 99) shows
the findings for critical thinking skills using the Watson-Glaser Critical
T hinking Appraisal as the testing device .

(See page 84 for a discussion of

the Wa tson Glaser Critical Thinking Apprai sal.)

Tab le 1.

Comparison of means for the Watson-Glaser Criti cal T hinking
Appraisal as reported by Morris (1968, p. 99)

1967-68
56.44

1965- 66
57 . 19

Years
1966-67
59 . 96

Yea rs

Means

196 2-63

61.13

4.68 **

3 . 94 *

1. 27

1964-65

60.48

4. 03 *

3 . 29 •

.62

1966-6 7

59.86

3.42 *

2. 67 •

1965-66

57.19

.74

1967-6 8

56 . 44

*Significant at the . 05 level.
'* Significant at the . 01 level.

1964-65
60.48
.65

G

As Morris noted:
Criti cal Thinking Skills: Students scored significantly higher
in critical thinking skills in the conventional year of 1962-63,
than they did in the years of 1965-66 and 1967-68, during which
the individualized method was in operation . The 1962-63 group
did not score significantly higher than did the 1966-67 and 196465 groups; however , the conve ntional group did, in each case ,
have higher mean average [sic.] scores than did any of the
individualized groups. The null hypothesis was rejected in
favor of the conventional group. Relative to critical thinking,
the conventional approach was superior to the individualized
approach. It is recommended that Cedar High make a concerted
effort to determine specific causes for the significant decrease
in critical thinking skills and take steps to eliminate such
causes. (Morris, 1968, pp. 127-128)
ln an attempt to reverse the downward trend in critical thinking that
has been identified by Morris at Cedar High School , a year-long study
(Mi ller, 1970) was carried out to develop a program that would teach students,
in a systematic way, a set of critical thinking skills.

These skills were com-

paring, summarizing, observing, c las sifying, interpreting, criticizing , look ing for assumption, imagining, and hypothesizing.

These sldlls were taught

as part of an experimental indi vidualized , continuous progress, multi-med ia
program in American history.
A control group of students used as their American history guide a
packet or oulline which had been used for several years at Cedar High School.
The control group packet was designed to teach American history using a more
traditional approach with stressed factual recall rather than the discussion
of issues.
The experimental American history packet was designed to do four
things.

The first was to help students become aware of those skills generally

7

accepted in educational ci r c les as bei ng critical thinking ski lls .

Second, it

gave instruction to students in the usc of these skills hy discussion of suc h
topics as "describing the world around us," "testa ble statements , " "telling
how s ure we are,

n

"proof process," handling "value judgements , statements

of prefe r ence , dil emma s and loaded statements" and "argumentation"
Oli ver , Shaver, Berlak, Seasholes, and Godfrey , Learning to Think Critic a lly,
1963 , Table of Contents ).

Third, the packet identified for students the

"Socratic m e thod " of conducting a discussion.

The Socratic method is a

probing, questioning type of discussion technique used in most instances by a
teacher and directed at a n indi vidua l student. This technique was used in the
discussion periods which were held during the study, and an introduction to
t he method was thought to be he lpful in preparing students to respond to this
discussion approach.
When the students had completed this three part introduction to c ritica l
thinking ski lls, they were then requ i red to use these skills in writte n assignm e nts a nd discussion groups.

The w1itte n work and discussion groups were

the fourth section of the American history packet mentioned earli er .
The main purpose of the 1970 study at Cedar High Sc hool was to determin e if students in the experimental American history program would show a
gr eater mean gain in critical thinking ski lls, as measu red by the WatsonGlaser Critical Thinking Appraisal, than would students in the control Ameri can history course . There also was interest in determining i f the emphasi s
placed on critical thinking with the experimental group would affect the
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students' knowledge of the tra ditional social st·udies content.
three pretests gi ven at the beginning of the study.

There were

The first was the School

and College Ability Test (SCAT, 1957), given to provide data on the scholastic
aptitude of the students involved in the study.

Analysis indicated that there

was no significant pre-study difference in the academic abilities of the expel;mental and control groups as measured by means on the SCAT. Also administered was the Sequential Test of Education! Progres s (1957), used to assess
students' knowledge in the social studies area.

The third test was the Watson-

Glaser Critical Thinking Appraisal, which was given to provide data on the
pre-treatment critical thinking ability of the students in the 1970 study at
C. H. S.

At the conclusion of the year-long study, students were again administered the Watson-Glaser Critical Thinking Appraisal and the STEP to assess
their ability to think critically and their knowledge in social studies.
Table 2 summarizes the results of the STEP pre and posttests.

An

a nalysis of the difference between the means of the control and experim ental
groups on the pretest (Form 2-A) yielded at-ratio of . 31, not significant at
the . 05 level.
an

On the STEP Form 2-B, given at the conclusion of the study,

analysis of the mean difference yielded at-ratio of . 49, also not signifi-

cant at the . 05 level.
Table 3 is a summary of the results of the analyses of the WatsonGlaser Critical Thinking Appraisal scores during the studies conducted by
Morris from 1963 to 196 8 and by Miller in 1970.

This table shows that the

9

Table 2.

Comparison of means for !he Social Studies Portion of the STEP
from the 1970 Cedar City lligh School Study

Form

Group

Mean

S.D.

df

t-ratio

2-1\
(pre
Lest)

Control

281. 0

1l. 00

47

.31

. 05

Ex-p .

280.0

10.2 8

2-B

Control

283.0

15.10

45

.49

. 05

(post
test)

Exp.

281. 0

11. 00

Table 3.

Probability

Comparison of means on the Watson-Glaser Critical Thinking
Appraisal 1963-1970

Means
67.00
66.00
65 .00
64.00
63.00
62.00
61.00
60.00
59.00
58.00
57.00
56.00

1963

1965

1966

1967

.1 968

1970

Exp. 66.20

61. 13
Cont. 60.59

60.48
59.86
57.19
56.44

downward trend in critical thinking at Cedar City High School from 1963 to
1968 contrasted sharply with the mean score of the experimental group in the
1970 study.

The mean difference between the posttest means of the control

and experimental g roups in the 1970 study was two hundredths of a perce ntage

10
point away from being statistirolly signifi cant at the . 05 level.

Despite the

lack of a st a tisti cally significant diffe r e nce, the finding had educational signifi cance in light of the pattern of means for the years 1965 through 1968 .
Additional research in this important area seemed clearly worthwhi le.
The need for further research in the criticial thinking area was a ls o
indicated by the exam ination of one of the part scores from the STEP test.
The description of this test (STEP T eachers Guide, 1959) mentioned that one
of the areas measured by the STEP was the ·•area of •Sldlls. "' Listed under
this heading were the "skills" of "making generalizations, identifying values,
distinguishing fact from opinion, comparing data, and drawing conc lusions. "
Because the model of critical thinking for Miller's (1970) study included the
identification and resolution of value conflict in a historical context, the subarea of "i dentifying values " was selected for further analysis.
As reported in Table 4, the "identifying values" pretest mean for the
control group using Form 2-A, was 63 .12.

Tha t group's posttest mean on

Form 2- B was 58. 89 . The experimental group had a beginning mean of 60.93
on Form 2-A and a posttest mean on Form 2-B of 61. 05.

The control group

students showed a loss in their ability to "identify values," while the students
in the experimental group showed a slight, but not statistically significant,
gain.

Despite what must be considered a chance difference, these data, a long

with the data provided by the Watson-Glaser test, provided additional impetus
for further research into methods of teaching critical thinking .
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Table 4.

Difference in mean gain-loss changes in the ability to identify
values for the skills port ion of the STEP from the 1970 Cedar
City lli gh School Study

Group

Pretest mean

Posttest m ean

Mean cha nge

Control

63.12

58 . 89

- 4.23

Exp .

60.93

GJ. 05

+ .12

Also the findings of the 1970 study came about during the use of a
criti cal thinking packet which included the requirement for partic ipation in
seminar discussions that stressed the use of critical thinking skills.

The

effectiveness of the written assignments in teaching c ritical thinking, as
compared with the discussion s essions as a critical thinking teaching m e thod,
was no t asse ssed.

The students in the control group also had sem inar discus-

sions , but the dis cussion in the control group was directed m ore toward the
recall and sequencing of historical facts than toward the discussion of the
va lue confli cts that accompanied historical events.

It was indicated in the

summary of the study (Miller, 1970) that the use of seminar sessions as
"vehicles" to teach criti cal thinking skills needed to be explored more fu lly .
It was noted that:

The teacher evaluation sheets and the daily log kept during the
sem inar sessions, for example , are replete with stateme nts
indi cating growth and developme nt in the skills of discussion ,
particularly in the experim ental group. These skills were never
actually measured, so of course, cannot be reported. It is hoped
that a futu re study at Cedar High School might measure this growth
using su ch devices as the SIA T 114 (Oliver and Shaver, 1966 ) or the
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ACOS (~1Javer and Lar!G ns, 1969). Both of these de\ices were
developed to measure stude nt res ponses in a seminar-type situ ation.
A possible area for further research using devices of the
type just mentioned would be the video taping and subsequent sel fscoring of seminar sessions by students. Some r esearch of this
type has already been done in Cedar City schools concerning the
video taping of teachers in the ir classrooms. This tape is then
replayed by the teacher in a self-analysis situation.
The possibility of video t aping a seminar session and then
having each student evaluate his own performance has great
potenti al. Students could possibly use simplified versions of the
STAT # 4 (Oli ver and Shave r, 1966) or t he ACOS (Shave r and
Larkins, 1969) to evaluate their own critical thinking s!Glls in
sem inar situations. Any time a student can see and analyze his
own performance the possibility for real p ersonal development
exists. (Miller, 1970, p. 62)
Following up on the above recommendation , an extensive search of
the lite rature was condu ct ed for information about studies that had used video
tapes to provide fe edback for student self-evaluation.

There was available

a sizeable quantity of literature reporting instances of feedback to teachers or
prospective teachers through the use of video tapes, but no report was found
of an investigation of the use of this technique to teach critica l thinking in
social studies.

This lack of assessment of the va lue of video taped seminar

sessions in teaching c ritical thinking skills was the research p r oblem for
this study.
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CHAPTER II
REVIEW OF LITERA TURE

As the problem statement has suggested, the four main areas of i nterest
in this study were: first, teaching critical thinking; second , the use of video
tapes for teaching purposes; third, the us e of seminar discussions; and fourth ,
the use of student self-analysis through the evaluation of video-taped seminar
discussions.

There is , needless to say, a rather limited supply of reports

of other studies that have examined a combination of these four topics . This
review will, therefore, summarize pertinent research and literature in each
of the four main areas of interest and then attempt to synthesize the various
findings.

Definitions of Critical Thinking

The term " critical thhinking, " as widely used to refer to intellectual
operations, apparently has varied meanings. A pioneer research effort to
clarify and teach " intellectual operations" was made by Glaser in the early
1940's.

For the purposes of his research, Glaser identified intellectual

operations as the ability to "think critically, " and further stated that the
specific sldlls involved were:
(1) an attitude of being disposed to consider in a thoughtful
way the problems and subjects that come within the range of
one's experiences, (2) knowledg·e of the methods of logical
inquiry and reasoning, and (3) some skill in applying these
methods. (Glaser, 1941, p. 6)
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maser fa il ed to ('numerate lh(' spcC'ific skills needed for " logica l
inquiry and reasoning," but other researchers have been more helpful.

One

of these is Ennis (1964) who defined cri tical thinldng in the following way:
II. criti cal thinker is characterized by proficiency in judging

whether:
1. A statement follows from the premise.
2. Something is an assumption.
3 . An observation statement is reliable.
4 . A simple generalization is warranted .
5. A hypothesis is warranted.
6. A theory is warranted.
7 . An argument depends on an amb iguity .
8. A statement is overvague or overspecific .
9. An alleged authority is reliable. (Ennis, 1964,
pp. 599-600)
The definitions used by other researchers are more brief than was
Ennis'.

Gotesky (1966, p. 180) stated that a critical thinker must be ab le to

"(1) draw proper conclusions . . . (2) find re levant evidence for a conclusion .
. . . (3) isolate the issue or issues involved . " Rust (1962 , p. 253) identified
c riti cal t hinldng as the process of evaluating arguments and assessing the way
in which conclusi ons are reached."
In reviewing two studies of the ab ility of Catholic students to think
crit ic a lly, O'Neill (1966, p. 386) stated that critica l thinking "roughly" is the
"ability to use and analyze logically statements and argum ents." Renner
(1969, p. 199) in reporting a study of the teaching of c ritical thinking as part
of a general physical science course in college , referred to critical thinking
as the "ability to exercise a reasoned opinion involving car e ful judgment a nd
to make correct assessment of statements . " Davidson (1969, p. 702) stated
that the term critical thinking " refers to thinldng processes that go beyond
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recognition or recall of factual data." Frank (1969, p . 298) chose to use as
his de finition of critical thinking: "t he correct assessing of statements. "
Kemp, in reporting on a study of critical thinking and its re lationship
t o open-closed belief systems , used a rather lengthy listing of c ritica l thi nking skills which included :
The ability to define a problem.
The ability to select pertinent information for t he
solution of a problem.
3. The ability to recognize stated and unstated assumptions.
4. The ability to formulate and s e lect relevant and promis ing hypotheses .
5. The ability to draw conclusions validly and to judge
the validity of inference. (Kemp, 1963, p. 321)
1.

2.

In reporting another study, Hyram (1957, p. 126) referred to c ritica l
thinking skills as "menta l activities which: 1.

seek to infer valid implications;

2. attempt to demonstrate; or 3. try to s ys tem atize knowledge.
Ande rson, Marcham, and Dunn ide nti fied the skills of criti cal thinking
they attempted to teach as:
(l) identifying specific facts; (2) selecting r e levant facts;
(3) organi zing facts in terms of m eaningful s ub-topi cs ; (4)
arranging sub-topics in logical order; (5) m aking infe rences
from specifi c facts and from trends; (6) distinguishing between fact and opinion; (7) recognizing situations in which
i nsuffi cient evidence makes it difficult or impossible to draw
a clear-cut conclusion. (Anderson et al. , 1944, p . 242)
Rothstein listed these as c ritical thinking skills:
Compari ng sources of variou s kinds.
Interpreting data, drawing infe r ences , and finding
assumptions.
3 . Identifying strong and weak arguments.
4 . Evaluating thinking a s to its relative c riticalness
or dogmatism.
1.

2.
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5. Developing sensitivity to language and meaning.
6. Augmenting student ability to draw conclusions from
evidence and in differentiati ng fact and judgment.
(Rothstein, 1960, p . 1141)
In a study by Creutz and Gezi (1965 , p . 366) , the fo llowing skills we r e

stressed: "evaluati on , interpretation, identification of causal re lati onships,
awareness of trends, and effective use of i nformational r e sou rces ."
A summary of t hese definitions, because of their di versity , would be
extensive.

However, the definitions do refer mo r e often to s ome s1.'i lls than

to others.

The ability to ident ify fact and opinion i s mentioned frequent ly , a s

is the ability to draw a conclu sion.

Recognit ion of as sumptions and formulating

hypothesi s are al so mentioned.
An a ttempt, however, to draw a concise , complete de finition of critica l thi nking from this review of definitions leaves one in a fr ame of mind to
agree with Goldmark (1966, p. 329) who observed that "There is little agreeme nt as to what a person should do to qualify as a critical thinker.

. . ."

Taba's statement in 1965 still appears to hold true: "The problem of defining
c ri tical thinking is still before us." (p. 532)
It may be that the problem is not , as Taba (1965) impli ed , a lack of
any definition for critical thinking, but rathe r one of too many general defin itions .

This possibility was alluded to by Berlak (1965 , p. 5) . After examin-

ing some of the current lists of critical thinking skills, he stated , "If the
schools attempted to equip persons to cope with all these domains , they woul d
have a n entirely unmanageable task. "
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He went on to suggest a po ss ibl e remedy:
The use of general steps assum es a knowledge about the thinking
proces s that is simply not :wailable. . . . We do not, at the
present, have the general theories, principals, or models from
which we can make precise predictions, shape pedagogical
strategies, write the textbooks that would aid us in teaching
thinking effectively. . . . What I am suggesting is that educators
rely less on the inadequate general models and focus on studying
intellectual processes in a given area in order to develop output,
criteri a and models that appear to characterize successful output
for that area. From these context specific models and criteria,
educators may develop pedagogical strategies and teaching material that are appropriate for that area. (Berlak, 1965, pp. 7-8,
italics mine)
Of the research studies reported in the current literature, the two
that seemed most close to Berlak's (1965) suggestion for teaching critical
thinking from a "context specific model" were the Harvard Socia l Studies
Project and a follow up to it, th e Utah State University Social Studies Project
(Shaver and Larkins, 1969, 1973 a, b).

The Harvard study, as reported by

Oliver and Shaver (1962, 1966), attempted to establish a "model" for critical
thinking in social s tudies based on the need s of citizenship education, especially the analysis of public issues.

The Harvard Project was aimed at the

legal-ethical dimension of reflective thinking, or what was termed a "jurisprudential " framework.

The U. S. U. Project also selected concepts to be

taught on the basis of their releva nce to handling political-ethical disputes.
One of a collection of articles edited by Shaver and Berlak (1968)
is a discussion of the "jurisprudential framework" by Oliver a nd Shaver.
Under the heading, " Operational Objectives of a Jurisprudential Social
Studies Curriculum," it is stated that:
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A student s hould be abl e to:
1. Deal with political contro ve r sy at a general analytic level
and r ela te his analysis to specific issues and concrete cases .
2. Identify inconsistencies and conflicts between two or more
values, empiric a l statements , or definitions.
3. Deal with inconsistencies and conflicts between values by
identifying an array of situations in which the inconsistent or
conflicting values are presented in varying degrees of favorableness or unfavorableness in order to dilineate at what point
he should support one value a s against the other.
4. Deal with inconsistencies a nd conflicts between empiric a l
statements by seeking and evaluating specific ev idence to s upport the statements.
5. Dea l with the inconsiste nt or ambiguous use of words by
seeking evidence concerning how the words are most commonly
used, or how the concepts which the words label may be most
accurately described.
6. Distinguish between those factual claims which are relevant
to the central value issues in a controversy and those claims
which bear little or no relationship to the value.
The level of specificity with which these operations are stated
above, we think makes the problem of assessi ng a student's
ability to perform any of them less difficult than assessing
whether or not a student has learned to use some general
process called "critical thinking" or "problem solving."
(Oliver and Shaver, 1968, p. 431)
The main objective of the jurispntdential social studies curriculum,
according to Sha ver and Oliver (1964, p. 192), is to " teach a scheme for
handling public controversy focused on three kinds of problems: (1) Settling
factual issues; (2) Handling problems of word usage and mea ning; (3) Dealing with value conflicts."
The idea express ed by Berl ak (1965) of identifying "context specific "
definitions of critical thinking for a given a rea was followed for the 1972
study at C. H. S.

The "intellectual processes" were identified as the "Oper-

a tiona! Obj ecti ves of a Ju risprudential Social Studies Curriculum" stated by
Olive r a nd Shave r (196 8). The use of this "definition of intellectual
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processes in a given area to develop output, criteria and models" (Berlak,
1965, pp. 7-8) is discussed in the Curriculum Design section of this report.

Critical Thinking Research and Social Studies

In a recently published article, Skinner (1971) charged that, at the
present time, students are not learning the skills of critical thinking.

Skinner

went on to say:
Critical thinking can be developed through appropriate classroom
practices, but teachers must remember that this development does
not take place automatically and must therefore direct their teaching toward this end. (Skinner, 1971, p. 375)
Skinner summa ri zed the steps he thought were necessary to remedy
the problem with this statement:
Teaching for critical thinking and the testing or evaluation for
critical thinking go hand in hand in the learning process . . . .
I believe that the evaluation of critical thinking is very importa nt
and will improve the teaching for critical thinking. With a concerted effort on the part of teachers, this myth can be dispelled.
(Skinner , 1971, p. 375)
There is available in current literature some reports of curriculum
proj ects and research studies that have been designed in such a way that the
concerns expressed by Skinner (1971) have been, to some extent, a lleviated.
An example of research in critical thinking in the social studies area
was reported by Rothstein (1960).

He used an American history course to

teach critical thinking skills and obtained positive results.

Rothstein (1960)

first identified a list of thinking skills that he hoped to teach in a thirty- fi ve
week course in American history.

These skills were then presented to
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students using American history as a "ve hicle to teach c ritic al thinking. "
Rothstein (196 0, p. 1141) was ab le to conclude, based on test results from
the Watson-Glaser Criti cal Thinking Appraisal, that "American history
taught in the m anne r described deve loped a s tudent ' s ability to do critical
thinking more so than a 'conventional' course taught to a comparison group."
T he results of the U. S. U. Social Studies Project reported by Shaver
and Larkins (1969) are of interest because of several factors.

First, it was

conducted in a Utah s etting, in a high school similar to Cedar High School.
Second , it made use of the r esearch and curriculum development of the Harvard Project , as did the 1972 study at Cedar High School.

Third, it us ed

situations containing value conflicts that provided opportunities for students
to learn to apply the skills of critical thinking as did the study at C. H. S.
The U.S. U. study was des igned to identify and teach students an
Outline of Concepts for the Analysi s of Public Issues (Shaver a nd Larkins,
1969 , p. 78; 1973 a, pp . xi -xvi ).
The ide nti fi cation of the concepts a nd suggestions for teaching them
were presented as part of thirty-six "teaching bundles." The teaching bundles
began with a "Note on Purpose , " a statement of "Objectives, " and a "Note on
Procedure," followed by "Teaching Suggestions." Also, situations were presented which gi ve students the opportunity to analyze "public is sues, " inc luding value confli cts.
The U. S. U. study a lso used modifi cations of the " r ecitation" a nd
" socrati c" styles of teaching used in the Harvard Project, along with a "seminar"
teaching style.
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The research efforts of the U.S. U. Project were aimed at student
persona lity-teaching style interactions as they might affect the learning of
the concepts included in the "Outline of Co ncepts for t he Analys is of Public
Issues.

11

Shaver and Larkins (1969) decided that research had clearly e stabli shed that students taught a set of concepts would perform b etter on tests
measuring those concepts than would stud ents who had not received the
special instruction.

Conseque ntly, the U. S. U. study made no provision

for a control group of stude nts who would study the regular social studies
curri culum teaching the Outline of Concepts . The decision was a lso made
by Shaver and Larkins (1969) to assign r a ndomly their students to treatment,
and to use a postte st-only, control group design.
In drawing implications from the ir study, Shaver and La rkins s tated
t hat:
It should be kept c learly in mind that the research of the U.S. U.
Project was aimed at the assessing of the relative impact of
teaching style , not at the asses sm e nt of the effectiveness of our
curriculum in teaching analyti c skills, as compared to som e
other curriculum. (Shaver and Larkins, 1969, p. 268)

As to the final results of their study, Shaver and Larkins stated that:
Looking at both the Harvard and the U.S. U. Projects, we can conc lud e that teaching style seems to have little differential effect on
t he learning of analytic concepts: at least in the case of the sty les
a nd concepts of inte r e st in these two projects. (Shaver and La rkins,
1969 , p. 269)
The studi e s by Oli ver and Shaver (1966, 1968) , Rothstein (1960) , and
Shaver and Larkins (1973 a , b), can probab ly best be summari zed by Shaver's
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statement in 1962 following a review of critical thinking research:
Probably the most conclu si vc suggestion supported by the
research reviewed here is that we should not expect that
our students \vill learn to think critically as a by-product
or the study of the usual social studies content. Instead,
eac h teacher should detennine what concepts are essential--e. g ., that of relevance--if his students are to perform the intellectual operations deem ed necessary to
critical thinking such as , for example , the fonnulation
and evaluation of hypotheses. Each of these should then
be taught explicitly to the students. . . . Situations as
similar as possib le to those in which the students are to
use their competencies should also be set up in the classroom, and t he students guided in application of t he concepts in this context. (Shaver, 1962, p. 16)
The use of this three -step curriculum model to teach critical thinking
sldlls is discussed more fully in the design section of this dissertation because
it provided t he bas is for the procedures that were followed during this study

to teach "context specific" critical thinldng skills as proposed by Berlak
(1965).

Video Tape Research

A review of research concerning video tapes turns readily to the
"Minicourse" development program of the Far West Laboratory, just as a
critical thinking review for social studies turns to the Harvard Project.

The

ideas and procedures examplified by the minicourse concept have led to a
\vide variety of techniques for using video tapes in various teaching-learning
situations.

Some of these general ideas for using video tapes will be reviewed,

and the n a more comprehensive statement of the use of the minicourse concept,
as developed by the Far West Laboratory and used as a model for this study,
will be given.
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Brophy (1971) , in an article titled "VT R Integral to Classroom Instruction, " presented a comprehensive review of a wide variety of situations wher e
video tapes have been used by students to evaluate the ir own behavior.

He re-

ported that at San Jose (California) State Coll ege, students in a bookkeeping
m e thod s c lass were video taped and the tapes were then played back for selfanalysis.
Professor Dale, instructor of the bookkeeping methods class,
says the T.V. tape r ecording adds considerable interest and
precision to the study of business teaching methods. Students
in this year's classes seem to be more alert and observant
about the quality of teacher demonstrations--both their own and
their fellows than ever before. (Brophy, 1971, p. 36)
At Sacramento State College, Brophy found a sales demonstration
class where:
Vi deo tape speeds up learning on all points by enabling stude nts
to see themselves as others see them--several times preferably-a nd to rate their own performance in terms of what it takes to
become an expert sales person. (Brophy, 1971, p. 38)
At Yale Urti vers ity , according to Brophy, stude nts are r ecorded a nd
allowed to perform self-evalu ation of their performance in such diverse
places as the medical school, the psychology and sociology departments,
and in various areas of the communication field.
In a study reporte d by Wilkerson (1970), a group of fifth grade students
at Kansas State Teachers College, Emporia, Kansas, learned how to produce
video tape recordings of themselves in a study of social problems.

Such topics

as "Is it ever a ll right to break the law? , " "People Who Protest, " and "The
Cha lle nge of City Living" were discussed and the discussions taped for later
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self-evaluati on of how well the topics were understood by the students.

The

impact of this approach, which is similar to the one used in the 1972 C. H. S.
study, was not formally assessed a nd no research data were provided by
Wilkerson (1970).

He did report, based on teacher observation and students'

comments, that this method helped students to understand and discuss current
issues .
1n an article titled, "Raising Student Self-Esteem (for a change),"

Ferris (1971) described how the student use of video tapes helped to restore
"self esteem" to a group of "dummy, third tracker, reluctant learners."
These students prepared "man on the street" interviews, where they discussed
how they felt about school.
Although there were many technical f1aws , the show was funny
enough and true enough to be quite well received. And best of
all , the kids who made it sat happily through seven or eight
showings. (Ferris, 1971, p. 381)
Onder described a study in which video tapes were used in a mental
institution to help patients regain their mental health.
The visual feedback or self-confrontation method of psychiatric
treatment consists of playing back to the patient video tapes of
himself. . . . A patient, watching and listening to himself
interact with others receives a clear picture of how he behaves
and how he must look to others. . . . The ultimate objective
of visual feedback is to expediate the patients return to realistic
perceptions. (Onder, 1970, p. 23)
The majority of those treated in this manner, according to Onder (1970),
made varying degrees of progress toward full m ental health.
In a study reported by Deiker, Crane, and Brown (1971, p. 134),
the relationships between repeated self viewings on closed circuit television
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and the self concept and personality needs of student speakers was assessed.
The study was based on the statement by Carl Rogers that "The congrue ncy of
actual and ideal self concept is critical to human growth . "
Based on their findings, De iker et a!., concluded that:
the self vi ewing students tend to develop a more realistic s e lf
concept, as reflected by the amount of corresponde nce to
instructor ratings, than do the students without s elf viewing.
(Deiker et a !. , 1971, p. 140)
In a report of r esearch pertaining to skills in " speech pathology, "

Boone and Stech (1970) described their efforts to compare audio tape and vi deo
tape self confrontation as clinical training techniques.

Boone and Stech (1970,

p. 48) concluded "that VTR self confrontation i s a practical and feasible educational methodology and that its effects can be distinguished from more
traditional approaches .
Video tapes have a l so been used for teaching communi cation skills.
In one study , Mulac (1968) found that speech students at Eastern Michigan

University who viewed video tapes of two of their c lass performances demonstra ted significanlly greater overall speech skill and bodily action , personality,
language and voice skill than did those students who did not view themselves
on video tapes.

Mulac, using standardized speech tests, found that:

the video tape g r oup improved forty percent more than the audi o
tape group. Therefore, the improvement in speech sld ll brought
about by the two twenty-minute exposures to video-tape feedback
during the semester was both statistically s ignifi cant and
pedagogically meaningful. (Mu lac, 1968, p. 125).
ln a similar study, Hawkins and Engbretson (1967, p. 2) used "video

tape recorded playbacks as a variable in mastery of a basic speech c ourse. "
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Their findings were inconclusive in that the groups involved in their study
showed no difference in speaking ability as measured by three objective
tests of speec h performance. They did conclude, however, that most of
their students seemed enthusiastic about the use of video tape playbacks.
Studies which provide data on the use of video-taped replays in
teacher training are also availab le.

For example, Soloman a nd McDona ld

(1970) asked teacher trainees to make a brief presentation demonstrati ng a
teaching act, but the trainees were given no standards to meet nor information of what was expected of them.

The resu lts of the study showed that

feelings of anxiety were produced, and that fee lings of dissatisfaction were
expressed by those in the study. The researchers were able to:
conclude that self viewing on video tape will not lead to any
desirable attitude or behavioral change unless it serves as
feedback, that is information about the amount of departure
from desired perfornmnce. (Soloman and McDonald, 1970,
p. 285)

Roberson (1970) described a system for teacher self evaluation (TSA),
which provided teachers \vith feedback to use in observing and evaluati ng their
performance in the classroom.
phases.

Roberson's (1970) system included four

First, the teacher must define what he wants the students to learn

and how he intends to accomplish that end . This means that the teacher,
as in the Shaver (196 2) model, must determine his objecti ves a nd select
appropriate teaching methods.

The second phase is to make a video tape

of the lesson that has been planned.

A camera and video tape recorder are

brought into the classroom to record the teacher's performance.

The third
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r>has<' involves r>lnying back the lar>t', and recording the teac her's behavior
on a TSA score eard , also prepared by lloberson.

The items to be evaluated

are:
1. The leaching method the teacher is using.
2. The affective objecti vc the teacher intends
3. The cognitive objective the teacher desires.
4. The teacher's verbal expressions.
5. The teacher's non- verbal expression. (Roberson, 1970, p. 10)

The foutih phase of Roberson's evaluation process includes the analysis of the
collected TSA information.

In this phase the te acher compares his stated

objectives with his observed behavior.

Roberson (1970, p. 12) gave no statis-

tical analysis of his work but stated that "an important result of all TSA programs has been an increased teacher awareness of the effect of different
instru ctional patterns. "
Ward (1970) reported some pertinent findings based on a research
design very similar to that used in the 1972 study at C. H. S.

He used two

groups of teachers in his study, one group which acted as a control group
and the other as his experimental group.

The experimental and control

groups viewed Minicourse 3, produced by the Far West Lab, and followed
all the procedures for completion of that course.

The control group teachers

then taught their classes in their regular manner.

The experimental group

taught their classes as usual, but were recorded on video tape for later self
viewing and rating.

They were also rated by a team of evaluators who were

trained to identify the kind of "questioning behavior" called for by Minicourse 3.
Ward concluded that:
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Self evaluation by using a model video tape in conjunction with
one's own video tape, and self eva lu ation by reflective thinking
with purposeful direction when utili zed in a distributed time
procedure, both appear to positi vely affect teaching behavior.
The results of this study indicate d that teache r behavior was
affected when a model video tape was utilized following the
c riteria of evaluation pursu ed in this investigation. (Ward,
1970, p. 94)
To focus this review of lite rature on the uses of video tape more
directly related to the 1972 study at C. H S., it 'vill be helpful to examine
research reported by Olivero (1970) and by Borg, Langer, and Kelley
(1970 b) relating to microteaching and the development of the minicourse.
Olivero (1970 , p. 33) summarized the microteaching research which had
been done by Bush, McDonald, Gage, and Allen at the stanford Research
and Development Center as it related to the development of the stanford
Teacher Competence Appraisal Guide.

This guide was used to carry out

t he evaluation of teacher behavior that had been recorded during microteaching sessions.

In the stanford model for using video tapes, the teacher

is recorded while presenting a brief lesson to a small group of students.
Then, with the help of supervisors who have s trong academic competencies
in given subject fields, the teacher evaluates his teaching methods.

A varia-

tion on th e microteaching model for teacher evaluation was developed in the
''mimicourse" by the Far West Laboratory for Edu cational Research and
De velopm ent.
Borg, Ke lley , Langer, and Gall (1970 a, p. 232) began their process
of expanding on the microteaching model of teacher training by identifying
what they considered to be "the three aspect s of teacher education . . .
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(1) curriculum content, (2) professional knowledge, and (3) classroom
skills. "
Borg et a!. (1970 a) then decided to concentrate on the classroom
skills component of teacher training.

This decision came about according to

Borg eta!. (1970 a) because of the belief "that methods courses are relatively
less effective in meeting their objectives than are courses in the other two
major components of teacher education." The second reason for this deci sion
(Borg eta!., 1970 a, p. 233) was that "preliminary findings suggested that
the microteaching technique being tried at Stanford University could be developed
into a powerfu l tool for improving teacher performance. "
The instructional model around which the Laboratory has developed
inservice training courses is an adaptation of the mi croteaching
approach developed at Stanford University, and employed in the
Stanford Intern Program (Bush and Allen, 1963; Allen and Fortune,
1966). As developed at stanford University, microteaching has the
following basic characteristics: (1) the intern studies a specific
teaching skill; (2) attempts to apply the skill in a short video-taped
lesson , usually five to ten minutes in lengih, with four or five pupils;
(3) watches a replay of the lesson with a supervisor who provides
feedback; (4) replans the lesson, reteaches it to another group of
four or five pupils, and receives further feedback. The inservice
courses we are developing are called "minicourses" to differe ntiate
them from other instructional mode l s that employ the microteaching approach. The minicourse model differs from the stanford
model in several ways. The minicourse model provides a self-instructional package that can be used in any school where a videotape recording system is available. The minicourse provides
feedback through self-evaluation and / or peer interaction while the
stanford Intern Program employs supervisors to provide feedback.
The minicourse relies heavily upon illustrations by model teachers
rather than supervisory feedback to provide the trainee with an
operational definition of the beha vior patterns or skills to be learned.
Research evidence suggests that models are more effective than
supervisory feedback. . . . (Borg eta!. , 1970 a, p. 233)
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Tlorg ct al. (1970 a) stated that the minicourse had five "advantages"
when compared with conventional teacher educational programs.

F irs t is the

fact that the min icourse is self-contained and can be used in most classrooms.
Second , it provides the opportunity to try out new ideas in a le ss difficult
s ituation than a r egular classroom .

Third, the minicourse provides the

c hance to learn skills through actual practice.

Fourth, it provides immediate

"feedback " using t he video tape replays. And, fina lly, the minicourse "focuses
on specific ski lls " while most other teacher training methods do not.
In an attem pt to assess the impact of minicourse training on teachers'
classroom behavior, Borg et a l. (1970 b) identified and analyzed teachers'
use of thirteen c lassroom b ehaviors befor e and after being exposed to mini course training.
1.

2.
3.
4.
5.
6.
7.
8.
9.
10.
11.
12.
13.

The thirteen behaviors were:

Number of times teacher used redirection.
Number of times teacher used prompting.
Number of times teacher used further clarification.
Number of times teache r used refocusing.
Number of tim es teacher repeated his / her own questi ons.
Number of times teacher repeated pupil a nswe rs .
Number of times teacher answered his/her own questions.
Length of pupil re sponses in words (based on 5 minute
s amples of pre- and post- t ape s ).
Number of 1 word pupil responses (based on 5 minute sample s
of pre- and post-tapes).
Length of teache r's pause after question (based on 5 minute
samples of pre- and post- tapes).
Frequency of punitive teacher reactions to incorrect pupil
answers.
Proportion of total ques tions that called for higher cognitive
pupil responses.
Proportion of discussion time taken by teache r talk.

An ana lysis of "pre-tape " a nd "post-tape m eans " indi cated that nine
of the thirteen behaviors (il l, 2, 3, 5, 6, 7, 8, 9, 13) as sessed after the
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teachers had comp leted the mini course tra ining wer<' significantly improved
a t the . 001 leve l, one (#12) was improved a t the . 00 5 le vel, and one (fflO) at
the . 0!; leve l.

The other area (lf4) , was not s cored because of "'te chni cal

problems ." (Borg et a!., 1970 b, p. 235)
A three year follow-up of teachers trained in Minicourse 1 was
also reported by Borg (1972).

Videotape r ecordings of each of 24 experimental

teachers were made before , imm ed iately a fter, four months after, and 39
months after training.

These r ecordings were a nalyzed to com pa r e the level

of teache r pe rformance on each specific skill covered in Minicourse 1 at each
of four checkpoints.
The ten areas of teacher performance analyzed were: redirection,
prompting clarification, repeating own questions, r epeating pupil answe rs,
a nswering own que stions, length of pupil response, one-word pupil responses,
higher order questions and teacher talk.
An analysis of variance revealed that on the post-c ourse evaluation
the subj ects were significantly above their precourse level on a ll ten behaviors.
Compari sons between performance before the course and on the four month
follow-up r evealed s ignifi cant differences on nine behaviors.

After 39 months,

the performance of the subjects was still significantly superior to their precourse performance on ei ght of the len behaviors that were scored .
Borg et a!. (1970 a, pp. 237 -238 ) concluded "that within five years
the Far West Laboratory will have developed courses that improve teac hing
skills in virtually a ll of those areas es s ential for maintaining an effecti ve
lea rning situati on. "
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Because of the apparent effectiveness of the minicourse model for
teaching specifically identified skills , it was decided to attempt to adapt the
minicourse model of teaching to the Shaver (1962) model for teaching critical
thinking for the C. H. S. study.
The use of the minicourse model to teach critical thinking used many
of the ideas and some of them aterials developed by Gall, Weathersby, Elder,
and Lai (1972) in a project conducted at the Far West Laboratory in Berke ley.
During the project, titled Discussing Controversial Issues , Gall et a!. (1972)
developed a series of video tapes (Minicourse 14) which demonstrate specific
discussion skills that are helpful when discussing controversial issues .
Four specific discussion technqiues have been identifi ed.

They are:

(1) Have an open discussion in which people feel free to say what
they think .
(2) Listen to others and keep the discussion focused.
(3) Analyze different points of view.
(4) Evaluate the effectiveness of a discussion. (Teacher Handbook,
Front Cover)
These discussion techniques are sub-divided into objectives for moderators
and participants (see Appendix A), whi ch identify specific kinds of behavior
that moderators and participants should use if they are to develop skills for
discussing controversial issues effectively.
Four demonstration tapes are viewed by the moderators and student
participants as a part of " lessons" which identify and provide examples of
specific discussion techniques mentioned earlier.
The teacher handbook for Minicourse 14 then makes specific provisions
for tape-recording seminar discussions for later self-evaluation by t.he teacher.

No provision is made, however , for students to use the tapes to eva luate the ir
dis cussion skills.

This seems to ignore a potentially producti\·e opportunity

for students to obtain feedback on their own use of skills for discussing contro vers ial issues .
There is available, however, a "Student Eva luation Packet" which
provides a '"Discussion Evaluation Form" for each of the four discussion
skills.

Students are a sked to rate themselves as to whether they "did" or

"didn 't do " each of the skills listed for that discussion (see Appendix F).
This evaluation is performed by the student at the conc lusion of the discussion
while still in his discussion group but without viewing a videotape recording of
his disucssion. According to the student evaluation packet, this evaluation
should be use d to "stimulate a discussion about the discussion" and to "focus"
on things that went well, problems that occurred, a nd ways to improve future
discussions.

The use, in the C. H. S. study , of the ideas and materi a ls

developed by Gall et a l. (1972) was part of the overall use of the Minicourse
mode l developed by Borg et al. (1970 a) .
After a rather comprehensi ve revi ew of minicourse offerings, Borg
et al. concluded
. . . many research questions remain unanswered. Nevert heless , the staff of the Laboratory Teacher Edu cation Program
believed that enough research evidence existed to deve lop a new
model of teacher training--the ~Iinicou rse model--which would
be a significant improvement over traditional approaches .
(Borg et al., 1970 a, p. 52)
The minicourse model , as stated by Borg et al., is made up of three
parts:
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First, the learner must be given a very clear definition of the
specific skill he is to master. Whenever possible, this definition should include a visual model or exam ple, since seeing a
skill performed provides a more precise definition than hearing or reading about it. Second, the learner must have an opportunity to practice the skill. Preferably, initial practice should
occur under simpler and less demanding conditions than those
found in full class teaching situations. Third, the learner must
receive specific feedback on his practice t hat will help him to
bring his performance close to the model or definition. (Borg
et al., 1970 a, p. 17)
This model was modified for "student training" as the basis for the
preparation and use of video tapes to teach critical thinking for the C. H. S.
study.
Borg eta!. (1970 a, p. 27), in referring to the Minicourse stated,
"We are concerned with the shaping of specific classroom skills and behavior
patterns required by the teacher for effective teaching." That sentence could
be paraphrased in terms of the shaping of specific class room skills and behavior
patterns required by the student for effe ctive thinking, to describe the purpose
of the 1972 study at C. H. S.

Seminar Discussions

"Why use a discussion approach?" This question is asked by Gall
et al. (1972, p. 1) in the introduction to the teacher handbook for their Discussing
Controversial Issues project from the Far West Laboratory.

They answered

their own question this way :
It is useful when it is your goal to make ideas and subject matter

rele vant to students, and to teach ways of thinking and behaving.
Probably the chief virtue of discussion is that it engaged people
personally .
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Additionally , controversy is a fact of c ontemporary American li fc.
New issues appear da ily on te levision and in t he newspaper. Significant issues are e verywhere in the school curricu lum: in ci vi es,
science, history, homemaking, literature, speech, art. Since
controversy is so much a pari of our lives, schools need to prepare
students to cope effectively with it.
Furthermore, schools themselves are social institutions and full
of controversies involving human relations. Discussing imm ediate
interpersonal or class r oom issues can help students develop better
coping strategies and crea te a better atmosphere for learning.
One of the main gaosl of an issue-oriented discussion is to develop
students' insight into their own and other peoples' opinions.
A good discussion makes ideas, beliefs, and values accessib le to
analysis, criticism, and new insights.
Another, more practical, goal is to give students the opportunity
to develop discussion sldlls. (Gallet al., 1972, pp. 1-2)
There is, however, a lack of r e search in to the impact of student
discussions similar to the lack of research into student analysis of videotaped seminar discussions to teach critical thinking . Apparently, not much
research has been clone to find out what happe ns to students in seminar discussions, and, as a result, a combination of opinion and research articles
must be relied on.
One area of research interest has been the questioning techniques
usefu l to teachers interested in de veloping sh1dents' discussion skills.

In a

review of studies relating to what they calle d the "cognitive emphasis of
teachers' class room behaviors, Davis, Morse , Rogers, and Tinsley (1969)
found that the questions in textbooks, tests, and other instructional materials
were almost uni versally directed to the student's use of recall or memory.
They also referred to a study conducte d in 1912 which showed that teachers
did most of the talking in class "discussions," and indicated that studies in
1960 and 1964 confirmed the findings of the 1912 study .
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Set against this type of evidence, the frustration of half a
ce ntu ry's r hetoric about problem solving and c ritical thi nking is obvious and perhaps monstrous. (Davis eta!., 1969,
p. 7 13)

Other more recent studies, the development of minicourse for example,
have been aimed at teaching teachers how to ta lk les s and liste n more.

And,

perhaps even more important for tho se desiring to use seminar discussions in
a meaningful way, teachers ha ve been learning how to ask questions that
cause students to go beyond simple recall in dealing with the issues before
them .
Zahorik (1971), for example , reported on training teac he rs to use
techniques that would help stimulate student discussions.

He suggested that

when:
P upils become question askers , at least instructional method will
reflect the real world and quite possibly as teachers take their
role as question answerers serious ly and see themsel ves as honest
facilitators of pupil learning, m aterials organization and othe r
aspects of the scl10ol m ay al so change .
The qu estion regarding questioni ng in the classroom, then, is not
wha t kinds teachers do or should ask, but how to promote pupil
que stion asking and how to answer the questions that are asked.
(Zahorik, 1971, p . 3fl)
Crow and Burke (1970), both assistant professors of history,
discus s ed some of the reasons for turning to the seminar discussion, especia lly
in history courses.

One reason is due to what Crow and Burke (19 70) call a

"paradox." While history publications a re now among the nation's best sellers,
students ofte n find history courses painful and dull.

T he first reason, the

authors fe lt, for t his "paradox " was that:
our students ha ve encountered the same objective "facts " two or
1hree times in their experie nce and have in all probability found
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them related each lime in lhc s'w1 c chronological, narrative
fashion- - denying eoncern for subjective rele vance. (Crow and
Burke, 1970, p. S12)
Crow and Burke (1970) saw as a n alternative system of education one
whi c h first of all used the "motivational" aspects of seminar discussions.
Since hea vy reliance on dynamic student-c entered seminars allows
peer pressure to stimulate emotional involvement and personal
responsibility in the business of learning, they can replace considerable lecture time. (Crow and Burke, 1970, p. S13)
One other aspect of seminar discussions that the available lite rature
me nti ons is the student-led discussion, rather than teacher- led discussion.
Inasmu ch as the study at Cedar High School also used student leaders in many
discussions, the re sults of this research are rele vant.

Gruber and Weitman

(1962) found that students who met in small discussion groups without a
teacher did as well on a final examination as students who worked with a
teacher, a nd in addition were superior in curiosity , as measured by qu estion asking beha vior.

Those in the student- led group also reported a larger number

of "outsid e readings" during the tim e the discussions were held.
A study by Webb and Grib (1970) also related to the effectiveness of
student - led discussions.

They noted that st·udents reported that the sense of

freedom to ask questions and express their own opinions is a major advantage
of the student-led discussion.
After a review of research relating to the discussion method of
teaching, Wa llen and Travers (1963) were able to draw some generalizations
concerning seminar discussions.

Generali zation Number 8 (Wallen and

Travers, 1963, p . 485), was that "Group proce ss appears more effective than
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direct attack in changing expressed attitudes and certain aspects of behavior .
. . . ·• The majority of the research reviewed by Wallen and Travers (1963),
however, alluded to group discussion technqiues as a means of gairting factual
infonnation, rather than the teaching of a process such as critical thinking .
One of the best statements available on discussion groups was provided by Me r<eachie.
We had also predicted that any superiority of student-centered
discussion methods would be revealed in higher- level outcomes.
In 11 studies significant differences in ability to apply concepts,
in attitudes, in motivation, or in group membership skills have
been found between discussion techrtiques emphasi zing freer
student participation compared with discussion with greater in structor dominance. In 10 of these the differences favored the
more student centered method . . . . The more highly one
values outcomes going beyond acquisition of knowledge, the more
likely that student-ce ntered m ethods will be preferred. (p. 1140).
Moreover , if students are to achi eve application, c ritica l thinking or some other higher cogni tive objective, it seems reasonable
to assume that they should have an opporturtity to practice appli cation and critical thinking and to receive feedback on the resu lts.
Group discussion provides an opportunity to do this. (Mcr<eachi c ,
1963, p. 1132)

"Feedback on the results" of group discussions, as mentioned by
Mcr<eac hie (1963), was provided during the C . II. S. study through the use of
video or audio tape recordings of the discussion sessions. Adair and Kyle
(19G9) stated that:

An adequate feedback-evaluation system should possess the following characteristics to the greatest possible exte nt :
1. It should reproduce the teaching (discussion) performance
completely and reliably.
2. It should be objective.
3. It should provide immediate feedback.
The use of video tape recording procedures has the three
characteristics of an adequate feedback system listed above.
(Adair and Kyle, 1969, p. 1)
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Two additional studies which have examined the processes of group
discussions and helped to provide the rntionalc for the procedures used in
the C. H. S. study were conducted by Sugrue (1970)
(1969).

Sugrue (1970, p. 202) investigated

~nd

by Shaver and

"student-te~chers'

L~rkins

attitude-con-

gruence patterns and stndent evaluations of controversial social issues and
classes." She assumed (Sugrue, 1970, p. 202), prior to conducting the stndy,
that the reasons " for the hesitancy of teachers to make social issues inclusions in their classrooms were the lack of

~dequate

instructional models and

concerns for possible negative affective reactions on the part of the stndents."
The "concern" that exists among some teachers as well as patrons
of the public school concerning the discussion of controversial issues was
discussed recently (Shaver, 1972) in an attempt to identify what the role
of education should be as it relates to the values of the stndents who attend
the public schools.
The democratic commitment to human dignity, especially if
students are considered to be humans, has much to say about
what the school should be doing, and what parents should demand
it does, about values. If one takes seriously the ideal of the
human as a thinking, intelligent being with the right to control
his own destiny, it is clear that the school's role is not to impose values. Instead, an important aspect of the schools' legitimate concern with the improvement of intelligence should be
helping stndents to clarify (and learn how to clarify on their own)
the standards they use in making decisions about worth. To be
assisted in becoming aware of what one's values are, to be
helped to verbalize them, both in terms of intellectual and
emotive meaning, to be aided in defining and applying value
terms, and to be urged to be aware of the consequences of acting in accordance with certain commitments--these would be
valuable services for stndents and the society. This basic position--that the schools' role is to assist stndents develop a basis
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for their values that is as rational as possible , along with the
analytic concepts to continue the clarification after leaving
school--is a basic theme for discussing values and schooling.
(Shaver, 1972, pp. 19-20)
This statement by Shaver (1972) provided the rationale that was used
in the C. H. S. study to allow students to "become aware" of, and to have the
opportunity to "verbalize" their beliefs on a number of controversial, value
laden issues, used as discussion topics in this study.

These topics are

identified in Appendix C, but the rationale for their use as a framework to
teach critical thinking in the context of the discussion of public issues
followed the suggestions given by Shaver (1972).
In an attempt to determine the effect of discussing controversial
value laden issues, several aspects of students' affective behavior in discussion groups where controversial issues were discussed were investigated
by Sugrue (1970).

Her study assessed students' affective reactions while

discussing twelve topics which were considered to be controversial.

Several

of these issues were also discussed in the C. H. S. study, including topics
such as race , Viet Nam, censorship, and family planning.
As part of her study, Sugrue (1970) administered the matched
Michigan Social Issues Teacher Questionnaire and the Michigan Social
Issues Student Questionnaire as well as the Minnesota Student Attitude
Inventory to students who had been discussing controversial issues.
evaluating the research findings, Sugrue concluded that:
It does not appear that teachers can "go wrong" by including

social-issues discussions in instruction. Not only were
social-issues teachers well evaluated in general, but all the

After
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vnri:lblcs of this study relnted to the actual discussion of issues
indicated that positive student responses were given when issues
were actually discussed . This was true without regard to the
occasional problems that appeared to relate to the students '
basic perceptions of the issues "as issues." It was found that
students , in general, had a high belief in student expression and
that teachers were well evaluated when their belief in expr ession was as high or higher than the students ." These findings
are clearly supportive of social issues discussions , and should
help to remove any hesitancy teachers might have regarding
the inclusion of social issues in instruction. (Sugrue , 1970 ,
p. 230)
The finding by Sugrue (1970) that students had a high belief in self
expression and that social issues discussions were felt by students to be an
effective means of expressing their views was of interest in designing the
C. H. S. study. The decision to use social issues discussions as the vehicles
for student practice of critical thinldng skills during the study at C. H. S. was
strengthened by the findings of Sugrue (1970).

However , the rather general

information she provided, while of intere st, did not provide the specific
model of student discussions used in the C. H. S. study.

For this model,

it was necessary to turn to the U.s. U. Project (Shaver and Larkins, 1969).

This project conducted by Shaver and Larkins (1969, p. 209) had
"two major thrusts: one in curriculum development, the other in research."
The curriculum phase of the project is discussed elsewhere in this paper,
but the research portion of the U.S. U. Project which dealt with "student
personality-teaching style interactions" is of interest in this section of this
report.
The U.S. U. Project replicated part of the Harvard Project (Oliver
and Shaver, 1966) in that the Harvard Project had compared the effectiveness
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of two teaching sty les, " r ccitntion" a nd "so"rnti<'," ns did the U.S. U. Project.
The U. S. U. Project, however, added one more teaching style , called "the
seminar" (Shaver and Larkins , 1969, p . 209).
The U.S. U. study was designed so that each of these t eaching style s
was used with small groups of students discussing public issues after study ing analytic concepts presented in "teaching bundles."
The basic design , then, involved three treatments --recitation,
sem inar , and socratic teaching , with s tudents assigned randomly
to treatment, and with each of four teachers u sing each treatment
twice and assigned r andomly to hi s discussion group. (Shaver
and Larkins, 1969, p. 213)
The seminar approach , as u sed in discu ssing issues in the U.S . U.
Project, provided the model for the di scussion groups in the 1972 Cedar
High School study.
In this styl e, the students a r e presented with a case , as with the
recitation and soc r a tic discuss ions , told that thei r task is to discuss the case, trying to identify the issue it poses and coming
to a decision about the i ssue, applying the concepts that had been
s tudied in the regular c lass meetings. The teacher's role, the
s tudents were told, is to answer questions that they might have
(to serve as an information-idea source) and occasionally to help
s tructure the discussion by suggesting relevant concepts.
(Shaver and Larkins, 1969 , p . 212)
The design of the seminar groups in the 1972 study at C . H. S. followed this
model , with the only var iation being the presence of the VTR and audio
recording equipment dnring the di scussi on s .

Research on Verbal Interaction

There a re many reasons why few attempts at process evaluation are made. No neat , sci entific research design is probable .
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Assumptions inherent in the models for s tatistical analysis of
the data must be violated . The researcher doesn't have a tenth
of control he would like . Subjectivity is rampant. At times ,
one fee ls he is att empting a task as impossibl e as analy zing the
water at a given point in a moving stream.
A dweller in educati onal research's ivory tower can cite s uch
reasons for refusing to dirty his hands in such messy proj ec t s
and convincing others thn l nothing valid can come of work which
necessarily produces tenuou s in conc lus ive findings. Granted,
th ere is little one can say with certainty, but clues do becom e
evident and trend s do appear. (Karl, 1970 , p. 1)
This statement which is taken from a present ation made to the
American Educational Research Association and the National Council on
Measurement in Education at their conference in Minneapolis in 1970,
accurately desc ribes many of the problems faced by the researcher who
tries to m easure the "process" of c ritical thinking or decision making in the
context of discu ssions of political-ethical issu es .
Much of the literature avail able describing the evaluation of discuss ion behavior i s based on classroom interaction a nalysis .

Probably the

best definition of classr oom interaction analysis comes from Flanders (1970)
who stated that:
Classroom int eraction analysis refers not to one system, but to
many systems for coding spontaneous verbal communication,
a rranging the data into a us eful cHsplay , ru1d then analyzing the
results in order to study patterns of t eaching and learning. Each
sys tem is essentially a process of encoding and decoding, i . e .,
categories for classifying s ta tements are established, a code
symbol is assigned to each category , and a trained observer
records data by jotting clown code symbol s . Decoding is tho
reverse process: a trained analyst interprets the display of
coded data in order to make appropriate statements about the
origina l events which were encoded, even though he may not
have been present when the data were collected . A particul ar
system for interaction analysis will usually include (a) a set of
categories, each defined clearly , (b) a procedure for observation and a set of ground rul es which governs the coding
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process, (c) steps for tabulating the data in order to arrange a
display which aids in describing the original events , and (d) s uggestions which can be followed in some of the more comm on
a pplications . (Flanders, 1970 , pp. 28- 29)
Crispin (1970) described the Flanders System of Interaction Analysis
as being the system that is the best known and most widely used.

The Flanders

sys tem , according to Crispin (1970), class ifi es all teac her s tatements as direct
or indirect and then divides these categories into seven subcategori es which
describe types of teacher behavior.
There are three categories of student behavior in the Flanders sy s t em:
s tudent talk-res ponse , student talk-initiation and "silence or confusion. "
In the Fl ander s System, we see that the basic technology of inter action analysis in cludes (1) a system and (2) a technician. A system
includes theory-assumptions about human interactions--carefully
defined cat egories o f behavior, grotmd rules, methods of tra ining
observers, checks on observer r eli ability, methods of tallying
behaviors and methods of tabula ting the data. The technician is
the mediu m through which the system is manifest. (Cris pin,
1970, p . 16)
Crispin (1970) also mentioned that the use of observation systems
for changing teacher behavior has problems associated with observers and
feedback to the teacher.

The problem with observers is finding a trained

person wi lling to s pend the time necessary to collect the data in the class room . The problem of feedback is that if analyzing the data obtained by
the observer involves a long delay, the enthusiasm of the teachers who are
awaiting info r mation may dwindle .
The re is available a sizeable quantity of literature describing various
research projects which have used either the "Flanders Syst em , " or som e
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modification of the system in an attempt to assess teacher verbal behavior.

In a study of third grade students , Aspy (1971, p. 626) :-tttcmpted
to measure "levels of empathy, congruence and positive regard provided by
the teacher.

• . . " Aspy's (1971) s tudy involv ed the use of audio tape

recordings of teachers in their classroom teaching.

These tapes were

sent to a university to be scored by trained raters, and the results were
sent to the teacher by mail.

This information, according to Aspy (1971),

even with the inconvenience and delay, provided teachers an opportunity
" to com e to grips with the issue of just how effectively they were implementing their belief that the human being is important in their c lassroom. "
Another study (Dillon, 1971) which attempted to assess oral discourse using the Flanders (1970) system is of interest because the teachers
to be evaluated were recorded on video tape, as were the "video group"
students in the C. H. S. study. The purpose of Dillon's (1971) study was to
assess the amount of "teacher talk" us ed by student teachers as opposed to
the amow1t of "s tudent talk" which took place in the classroom.

Dillon

(1971) reported that teachers became more indirect in their teaching when

video taped and critiqued on two occasions. He (Dillon, 1971, p. 65) concluded, ··rt is reasonable to assum e that video tape has an influence on
improving s tudent-teacher relationship in the classroom."
Roush and Kennedy (1971, p. 220) stuctied the possibility of changing
teac her behavior with interaction analysis.

Their hypothesis was that if
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teachers could "learn and apply the Flanders Verbal Inter action Analysis
System (FVTAS) , their verbal classroom behav ior will be more indirect
than teachers not l earning and app lying the system." Using control a nd
expe rimental g roups, they found a significant change in teacher verbal
behavior in the group obtaining feedback from the Flanders System.
The Flanders System, which has been more widely used than other
systems and i s , the r efo re, better known, is not the only system available
for evaluating s tudent and teacher verbal behavior, however.

For example ,

Mas sia las (1970) described the development of another category system to
analy ze issue- centered clas sroom discussion.

Massialas (1970, p. 4) noted

" that certain cognitive operations --orienta tion, definition, hypothesis,
explanation, evi dencing, generalization--can be used productively in the
classroom to help the discourse on t he examination of social issues. "
The ma in goals in constructing the category system described
here a r e to provide an instrum ent which pe rmits one to classify
meaningfully spontaneous classroom discourse focus ed on social
issues . . • As with other category systems , the Mic higan Cate gory System can be used (a) to get a better understanding of the
dynamics of instruc tion, (b) to provide objective feedback to the
teacher for assessing his cla ss r oom performance .•• and (c)
to give researchers a sys tem of logjcal categories and a set of
pr oc edures in determining the interactive communication patterns in the classroom. (Massialas, 1970, p. 96)
The Michigan Social Issues Cognitive Cat egory System consists of
nine basic categories, eight of which are cogni ti ve and one of which is
identified as non-cognitive.

These categories ar e further subdivided into

more specific categories to make a total of twenty- six.
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Mas sinlas ' (lfl 70) interac tion analy s is sy s tem followed most of the
procedure s already discussed.

Th e data were colle cted on audio or video

tapes, scored, and then placed on an inte raction e>nalysis matrix by trained
raters .

Massialas (1970) stated t hat the devices used to identify these kinds

of behavior were helpful in recording and evaluating verbal interaction in the
class room, but that much research remained to be done to identify other
needed improvements.
Of the reviews of devices for observing c lassroom behavior, none
is more complete than Mi rrors for Behavior II, edited by Simon and Boyer
(1970).

This anthology of observation instruments contains examples of

seventy-nine observation instruments that have been identified as useful
by the editors of the volume.
These seventy-nine systems cover a wide range of phenomena
including cognitive processes, affective processes, non-verbal
behaviors, activities, interactions with materials, and sociological phenomena such as who is doing what to whom with what
reaction. Each system is tllis anthology can be thought of as
representing one or more sets of behaviors or roles. (Simon
and Boyer, 1970, p. 3)
Simon and Boyer (1970) discuss each of the seventy-nine systems and
give the following information pertaining to its use:
Settings in which system is used;
Subject of observation;
Number of subjects observed;
Uses reported by author;
Data collection and coding methods and personnel;
Category dimension of the system.

It is beyond the scope of thi s r eview to attempt to discuss a ll the

ins truments in this anthology, but one of the instruments reported there
(Oliver ,Uld Shaver, 1970) helped provide the model for the observation
in strumen t used in the study dis cu ssed in thi s report .

The guidelines that

were follow ed to select thi s system were stat ed by Shaver and Larkin s (1973 b)
when they mad e this statement concerning the development and use of an
observation system for a specific research proj ect, such as the study at
C . H. S.

When no extant system is appropriate to his theoretical frame ,
the researcher is faced with a difficult choice between validity
and generalizability.
Although the proliforation of instruments is not likely to lead
to cumulative findings, theoretical validity is the more important concern. If the avai lable observational instruments (e . g.,
Medley and Mitzel, 1963; Simon and Boyer, 1967) do not provide an adequate description of the independent variable, it is
better to construct a new system rather than use an invalid one.
(Shaver and Larkins , 1973 b, p. 13)
After reviewing the systems available for evaluating verbal inte raction,
the deci s ion was made by the writer to modify an existing system for u se in the
C. H. S. study , rather than u se a possibly invalid system that had been designed
for another s tudy.

This was done in the attempt to have the modified system

more accurately reflect the critic al thinking skills taught during the C . J-1. S.
study.
Using an observational syst em to assess students' behavior in a
di scussion setti ng was mentioned by Shaver and Larkins (1973 b) as a
"promising" a lternative to paper and pencil tests.
system

By using an observational
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to code the content of ongoing (or recorded) discussions, it is
not necessary to fragment and s tructure the thought processes
for the student; aspects of the rliscussion are not selected for
the student to <malyzc (at least not in eli scus sions not lead by a
teacher), nor is he provided with a set of responses from which
to choose . . . The use of systematic observation to assess
critical thinking does not circumvent validity questions . The
specification of the behaviors to be categorized and valued
should be based on a carefully developed model of thinking .
(Shaver and Larkins, 1973 b, pp . 16-17)
This requirement to use an observation system, based on a "carefully developed model of thinking" was the rationale that was followed in
developing the Seminar Discuss ion Check List (S.D. C. L.) used in the C. H. S.
study.
The observational system discussed by Simon and Boyer (1970) and
mentioned earlier as providing the model for the observation system used in
the C. H. S. study was designed by Oliver and Shaver (1970) .

Their system,

Categories for an Observation System to Describe Teacher Style and Learning Outcomes, i s made up of two main sections , dynamic categories and
static categories.

The dynamic category has three parts: "Consistency--

Inconsistency . . . Specification and Genera!i?.ation . . . and Qualifying
."(Oli ver and Shaver, 1970, p. 16-3)
The static system consists of the following categories:
General Value Judgements
Specific Value Judgements
General Legal Claims
Specific Legal Claims
General Factual Claims
Specific Factual Claims
Source
Definitional Claim
Repetition
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Case
He levance
Debate Strategy : Ad Homin em
Task--Procedural
(Oliver and Shaver , l!l 70 , pp. lG-:l, lG-4)
Definitions of the categories are provided e1s guidelines for c la ss ifying specific behaviors in the above categories.

The observer can ei ther be

present in the classroom or score audio tapes of classroom interaction.

The

scoring of oral discussions using this system was discussed by Oliver and
Shaver:
The translation of the objective of the juris prudentia l approach
into s pecific learning outcomes which can be measured with a
set of categories such as described in this article presents, we
believe unusual possibilities for curricular evaluation. (Oliver
and Shaver, 1962, p. 61)
Oliver and Shaver (1966, p. 212) used this basic observation system
to assess student behavior during the Harvard Social Studies Project, calling
it Social Issues Analysis Test No. 4 (SIAT No . 4), A System for Analyzing
Free Discussion. The system was modified for u se in the U.S. U. Project
by Shaver and Larkins (1969) as the Analytic Content Observation System
(ACOS).
The Oliver and Shaver (1970) observational system is discussed in
more detail in the data and instrumentation section of this report inasmuch
as the system provided the model for the observational device used to assess
student discussions during the study at C. H. S.
Although the literature did yield a model for use in assessing student
behavior in the C . H. S. study, the r eview of r e search using observational
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system s to assess ve rba l inte ra ction wa s not particularly fruitful.

The

research reports were as important for what was not said as for what was
said.

The fact that no instance could be found in literature where students

were given responsibility for evaluating their own discussion skills is most
revealing.
In all of the reported instances where an observational system has
been used to assess verbal interaction in class room situations, someone
other than the student used the data to pe rform evaluations .
A statement by Simon and Boyer (1970), summarizing the objective
of providing for student self-evaluation, expresses an assumption underlying
the C.H. S. study.
Using feedback for self evaluation against self-determined goals
is one of the main strategies for moving from dependence to
independence. Only as learners gain a realistic picture of their
behaviors and compare them against their expectations is there
less need to turn to outside authorities for clirection . Through
this process, learning comes from feedback which the pupil
gets from his own attempts a t mas tery. This is analogous to
learning in sports . In footb a ll, for exa mple, the learner kicks
the ball, and he can s ee wheth e r or not hi s lack has worth an
" A" or a "D." In fact, the outs ide evaluation of the kick is
irrelevant to the obvious learning that comes from seeing where
the ball went. What is needed is data about why the ball went
where it did. (Simon and Boyer, 1970, p. 31)
The use of the modified Oliver and Shaver (1970) observational system
during the C. H. S. study was intended to provide an evaluation instrument which
was suitable for use by students rather than specially trained observers .
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Summary

The main concern of this review has been to provide sufficient
information about the four topics discussed to suggest the foundation for the
procedures used in the study reported here.

Because of this concern, at the

risk of being redundant, an attempt will be made to synthesize these various
concepts in a final statement.
The review of literature that pertained to critical thinking attempted
to do several things.

The first was to demonstrate the wide variety of terms

that have been used to define critical thinking. Second, by referring to the
ideas of Berlak (1965), the review indicated the need, when teaching for
critical thinking skills , to identify those skills that are "context specific"
to a particular type of problem.

Shaver's (1961) three-step s uggestion for

teaching critical thinking was then cited as the model for the procedures
used in the C. H. S. study.

The review then turned to a discussion of studies

where specific critical thinking skills had been identified and taught to
students.

The Harvard Project (Oliver and Shaver, 1966) and the U.S. U.

Project (Shaver and Larkins, 1969) are examples of studies which most
nearly followed the three-step design identified by Shaver (1962) as being
necessary to teach critical thinking.

The specific critical thinking skills

taught during the C. H. S. study and the materials used for teaching these concepts are based on the developmental efforts of Oliver and Shaver (1966) a nd
Shaver and Larkins (1969) .

5:3

The review of video tape research then discussed studies which have
used video tapes to teach a wide variety of s kills.

The emphasis in this

section was a cli scussion of the Minicourse model for teacher education as
developed by the Far West Laboratory for Educational Research and reported
by Borg eta!. (1970 a, b) and by Borg (1972).
This rmdel was used in the C. H. S. study to provide direction for
the preparation of a video tape demonstrating critical thinking skills for
students and to give direction for r ecording student discussion sessions for
later self evaluation.
The use of controversial value laden issues as discussion topics was
reviewed (Shaver, 1972) and research was presented (Sugrue, 1970) which
inclicated that students encountered no problems in "affective behavior" during
the discussion of controversial issues .
The findings of Shaver and Larldns (1969) were then cited as providing
the model used in the C. H. S. study for conducting these seminar discussions.
In this model, students are presented with a case or a situation which they
are to discuss.

Students are then asked to identify the issues the case po ses ,

and to attempt to come to a decision about the case, applying the concepts
for resolving the issue that had been taught in large group settings.
The next section of the review discussed procedures used to evalu ate
ve rbn.l interaction in seminar discussions through the use of an observational
system.
The requirements for constructing an inte raction analysi s system as
discussed by Flanders (1970) and Crispin (1970), and several studies which
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have used observational systems to assess verbal interaction, were reported
(Aspy, 1971; Dillon, 1971; Massialas, 1970).

The rationale for the system

used during the C. H. S. study was given (Shaver and Larkins, 1973 b) and a
discuss ion Check List used in the C. H. S. study (Oliver and Shaver, 1970)
wa s also presented.
A final statement (Simon and Boyer, 1970) concerning the desirability
of students conducting a self-evalua tion to gain a realistic picture of their
critical thinking behaviors concluded the review . The use, in the C. H. S.
study, of a simplified version of the Oliver-Shaver observational system
which allowed students to perform a self-evaluation of their use of critical
thinking skills in seminar discussions was the result of the models suggested
in the final portion of the review.
The objective of the "Review of Literature" was to show that studies
are available whi ch indicate that:
1.

It is possible to identify and teach critical thinking skills .

2. It is possible to us e video tapes to teach a variety of skills.
3.

Seminar discussions, using controvers ial issues as discussion
topics, are suitable vehicles for practicing the use of critical
thinking skills.

4.

It is desirable and possible for students to perform se lf-analysis
of their use of critical thinking skills through the use of video
tapes and n s implified observational system.

The apparent lack of research on the effects of teaching critical thinking through student self-analysis using video taped seminar discussions makes

lhe presenl investigation of some importance to educators interested in lhe
three areas related to the teaching of critical thinking: student discussions,
student self- analysis , and video feedback .

C llAPTER III
OBJECTIVES AND PROCEDURES

The identification of a decrease in critical thinking skills among
students at Cedar High School (Morris , 1968) led to an expression of concern
by responsible people in the school district.

This concern was heightened

by the fact that the decrease in critical thinking ski lls had taken place during
a period when the staff at Cedar High School was engaged in a total school
effort to develop a new and innovative program especially designed to meet
the needs of each student.

There seemed to be no readily identifiable reason

for the decrease in critical thinking skills . In fact, the school population had
remained stable and no downward trend was identified in the other cognitive
areas assessed by Morris (1968).
The size of the decrease in critical thinking skills led to the belief
among some staff members at C. H. S. that specia l attention s hould be given
to developing a remedy.

In addition, it appeared that the improvement of

critical thinking· was of sufficient interest to others in secondary education
to warrant a formal study of an attempt to teach critical thinking at Cedar
High School.

It was decided (Miller, 1970) to attempt to teach critical

thinking ski ll s through the use of continuous progress packets and to study
form a lly the effectiveness of the packets.

This decision was based on the

prev ious use of continuous progress packets in the social studies and
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language arts areas at Cedar High.

The decision to have instruction in

critical thinking take place in a history course was due to the fact that the
pers on who was lo conduct lhe s tudy was an American history teacher .
The results of the study conducted by Miller (1970) during th e 196970 sc hoo l year seemed to indicate that the downward trend in critical thinking
skills identified by Morris (1968) had been reversed for the experimental
group s tud ents (Table 4).

While not statistically significant, the results of

Miller's (1970) study seemed to be of sufficient educational s ignifi cance to
warrant further research into various classroom techniques that might be
used to teach critical thinking.
It became a mply clear from a review of the research avail able in

the critical thinking area that there was no curriculum available to teach
critical thinking using video taped seminar discussions.

The main objective

of the 1972 study at C. H. S. was to design such a curriculum to teach critical
thinking . A secondary objective was to perform a limited assessment of
the effectiveness of such a curriculum.

Curriculum Development Objectives

As has been mentioned earlier , there were available two guides to
curriculum development that provided the basis for the curriculum development phase of this study.

The first was the three step guide for teaching

critical thinking suggested by Shaver (1962) . The second was the use of the
minicourse technique designed by Borg et a!. (1970) , to teach a variety of
skills to teachers.

58
An important aspect of the curriculum objective was to develop a
vide o tape based on the minicourse model to provide examples of the nine
critica l thinking skills identified for use in the 19 72 study at C. H. S.

An

additional aspect of the curriculum development objective was to prepare
an observation system that could be used by students to evaluate their own
us e of critical thinking skills in dis cussions.
The curriculum development portion of the study also included
establishing procedures and selecting materials other than the video tape
mentioned above, to teach critical thinking skills to students .
It was the objective of the curriculum phase of this study , then , to
combine a modified version of the minicourse model of instruction identifi ed
by Dorg ct nl. (1970) with the three-step model for teaching critical thinking identified by Shaver (1962), and to use the resulting instructional materials and procedures during a ten-week period at Cedar High School.

Research Objectives and Hypotheses

T he first research objective of the study was to investigate the
effect, in terms of critical thinking, of combining the teaching of critical
thinking, using· the minicourse method, with the study of social issu es .
The second research objective was to investigate the effect, in terms of
critical thinking, of combining the teaching of critical thinking, using the
minicourse method, with a study of American history.

The third research

objective was to investigate the effect, in terms of critical thinking, that a
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thirty day non-instruction period would have on the retention rate of c ritical
thinking skills among video, audio and nonOmedia discussion groups.
These research objectives were sought using a posttest-only control
group design (Campbell and Stanley, 1963, p. 24), with the first series of
posttests being given in November 1972 and the second series of posttests
being given in December 1972.

The data were relevant to the testing of

several hypotheses:
1.

There will be significant differences among the means of
treatment groups on the November posttests .

la.

Students in the experimental video discussion groups in the
social issues and America n history classes will have higher
November posttest mean critical thinking scores on the
Watson-Glaser Critical Thinking Appraisal than will students
in the audio and non-media groups.

lb.

Students in the e"'"Perimenta l video discussion groups in the
social issues and American hi story classes will have higher
November posttest mean critical thinking scores on the Social
Issues Analysis Test No. 1 than will students in the audio and
the non-media groups.

lc. Students in the experimental video discussion groups in the
social issues and American history classes will have highe r
November posttest mean critical thinking scores on the Seminar
Discussion Check List than will students in the audio and nonmedia groups.
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2.

There will be significant differ ences among the means of the
treatment groups on the December posttest.

2a. Students in the experimental video discussion groups in the
social issues and American hi s tory classes will have higher
December posttest mean critical thinking scores on the WatsonGlaser Critical Thinking Appraisal than will students in the
audio and non-media groups .
2b. Students in the experimental video discussion groups in the
social issues and American hi story classes will have higher
December posttest mean criti cal thinking scores on the Social
Issues Analysis Test No. 1 than will students in the audio and
non-media groups.
2c.

Students in the experimental video discussion groups in the
social issues and American history classes will have higher
December pos ttes t m ean c riti ca l thinking sco res on the Seminar
Discussion Check List than will students in the audio and nonmedia groups.

Analysis

The hypotheses were tested using two-way analysis of covariance
(treatment and class as factors) for the Watson-Giaser Critical Thinking
Appraisal and SIAT No. 1. Students' overall grade point average was us ed
as a covariate for the first posttest and scores from the first posttest were
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used as additional covariates for the seeoml postlest. It was platmecl that
if s ignificant diffe rences wer e found among the means of the three g roups
used in the C.l-l. S. s tudy, on any of the dependent variables , a further
analysis of the difference be tween pair s of m eans would be carried out
us ing the Scheffe test (Ferguson 19) .
A three - way analysi s of variance was used to analyze the data
co llect ed from the Seminar Discussion Check Li st. The main effects tested
by thi s analysi s were elate (Novembe r or December ), treatment (video, audi o,
o r non-media) , and class (America n hi story or social issues).

The inter-

action between date and c lass, da te a nd trea tment, and treatment and date
we r e a lso tested for significance . Because of difficulty in identifying individuals on the tapes us ed to score the S. D. C. L., group means were u sed in
the analysis of the ten dependent variables-- nin e cat egories and tota l valued
acts.

Procedures

Popula tion and sample
The curriculum was u sed and its impact assessed with s tudents at
Cedar High School, Cedar City, Utah.

Cedar City is a community with a

population of about 10, 000 people, located in the southwest co rne r of Utah .
The economic base of the community comes from iron mines located west
of Cedar City, a nd from agriculture and tourism.
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Cedar l'ity is predominantly " Mormon , " with other religious beli efs
comprising about 20 to 30 percent of the total population,

This religious

orientation contributes to a rather stable, conservative point of view.
Cedar City is the location of Southern Utah State College, a small
four-year college . Cedar City is the home of the Utah Shakespearian
Festival, as well as other cultural offerings associated with the college,
such as art shows, concerts, and ballet.
Cedar City has three e lementary schools, a junior high school, and
a high school.

All except the junior high school building were built in the

past 15 years, and a new junior high school is likely to be built within the
next five years.

The Cedar High School population is made up of over 95

percent caucasian students, with American Indian students comprising about
5 percent.

At the time of the study, Cedar High had no black students and

only two Mexican-American s tudents.

The over-all school population, then,

was mainly white and middle-class.
Cedar High School is a comprehensive high school, with a wide variety
of vocational and academic classes.

Attendance by the approximately 650

students has averaged about 97 percent for each school year.

Approximately

75 percent of those who graduate from Cedar High School go on to some form
of post high school education, with about 25 percent of the graduates completing college.
The students in the study were selected from classes being taught
in the social studies department.

The social studies department has three

G3
full-time teachers and meets approximately 450 students each day.

The

students in the study were selected from an American history c lass and a
soci al issues class.
Inasmuch as C. H. S. is a non-graded high school, there are students
from the lOth, 11th, and 12th grades in
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classes.

A special age group,

therefore, was not identified for the study other than "high school age"
students.

Design

The primary objective of this study was to design a curriculum that
would provide the social studies educator with an example of methods to
teach problem solving and critical thinking skills to high school students in
the social studies classroom.
The social studies teacher, according to Shaver:
Must not only have a clear rationale based on the nature of our
society and its values, but he must behave in accordance with
that rationale in the classroom. The discussion of issues should
take place in the context of the clarification of values and value
conflicts, not as imposition of values by the teacher. A clear
model of the role of values in criti cal thinking--something that
is now missing from available social studies textbooks--must
guide his teaching. (Shaver, 1970, p. 11)
Shaver and Larkins (1969, 1973 b) have provided a more complete
model for the social studies educator interested in teaching the management
of value conflicts through the process of critical thinking than has been provided in the C. H. S. study. The intent of the present study, however, has
been to provide data concerning the use of bideotapes to assist students in

64

learnin p; the skills of critical thinking while discussing the issues faced by
a "m ultivalue " society.

Curriculum design
The curriculum design for this study followed the three steps
identified by Shaver (1962) as helpful in designing a curriculum to teach
critical thinking skills.

His suggestions were:

(1) each teacher should determine what concepts are essential-e . g., that of relevance--, if his students are to perform the
intellectual operations deemed neces sary to critical thinking.
. . . (2) Each of these should be taught explicitly to the students . . . a further step can be suggested: (3) Situations as
s imilar as possible to those in which students are to use their
competencies should also be set up in the classroom, and the
students guided in the application of the concepts in tllis conte>.1: . (Shaver, 1962 , p, 16)
Thi s model places upon the teacher, or other curriculum developer,
the responsibility of identifying those skills he feels are necessary for
criti cal thinking, teaching these skills to s tudents, and then providing
realistic si tuations where students might use the skills.
The first requirement of the Shaver (1962) model to "determine
what concepts are essential" to perform critical tltink:ing is an example of
Rerlak's (1965) suggestion, discussed earlier that the critical thinking skills
to be taught be identified within a spec ifi c problem sol ving context.
The specific list of critical thinking skills used in the C. H. S. study
were suggested by Oliver and Shaver (1962) in their discussion of the
juri sprudential approach to the social studies . The jurisprudential approach
to the social studies was defined by Oliver and Shaver as having three major
sets of "concepts:"
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l. Concepts which descri be the basic values of American
society , as well as the consent system desigTJed to maintain
and support these value ~ . These include such values as
personal freedom and personal privacy (e. g ., speech, conscience, contract and property) , equal opportunity , equa l
protection under law, peace and order , a concern for the
gene r a l welfare and progress of the co mmunity, and concern
for the welfare of each individual, i . e ., brotherhood and
charity.
2. Concepts related to the intellecl'ual process by which
ethical and empirical eli s putes can be more intelligently
handled. These con cepts would include the distinction be tween definitional, empirical, and norm ative problem s as
well as the proof process by which problems can best be
handled.
:l . Concepts from the soc ial sciences which give the person
a more adequate m eans of describing and handling descriptions of social phenomena, e. g., "culture" and "social class . "
(Oliver and Shaver, 1962, pp . 53 - 54)
The "intellectual operations deemed necessary to critica l thinking"
(Shaver, 1962, p . 16) that were taken from the Oliver-Shaver (1962) System
for the C. H. S. study are:
1.

Stating a value judgem ent.

2. Sta ting legal claim s .
3. Stating fac tual claims.
4. Giving sourc es of information.
5.

Making definitional claims.

6.

Using an analogy .

7.

Using c larification or procedural controls to keep the di s cussion
on the topic .

Two behaviors not pa rt of the Oliver- Shaver model were added for
use in the C. H. S. s tudy:
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8.

Challenging the position of others in the discussion.

9.

Supporting the position of others in the discussion.

These nine skills were identified as the "'context specific''

cr itic~!

thinking sk ills to be taught in the ana lysis of public issues context during
the Cedar High School study .
The second step of the Shaver (1962) curriculum model, aft er the
identification of the "c oncepts, " was that "each of these should be taught
expli citly to the students" (Shaver , 1962, p. 16).

Curriculum components for teaching
critical thinking
The general idea of the crit ical thinking approach to the discussion
of public issues in a social studi es context was presented to students u sing
Taking a Stand, A Guide to C lear Discussion of Public Issues (Oliver a nd
Newman, 1967).

This booklet was selected to provide students in the C. H. S.

study general information concerning the discussion of public issues .

Such

items as the purpose of discussions , carrying on a disc ussion with direction, and identification of issues, were discussed using the Taking a Stand
booklet as a guide.
The Shaver model for teaching critical thinking , which incorporated
Berlak's (1965) suggestion that context specific skills should be taught, was
combined, in developing the C. II . S. s tudy c urri c ulum, with the minicourse
model for teacher training as identified by Borg e t al. (1970) . The minicourse model has three requirements for its use as a teaching method:
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First, the le:1rncr mu s t be p;ivcn :1 v('ry cle:1r definition of the
spcc il"i c skill he is to m:1st<'r. WhCJl<'ve r possible, thi s definition s hould include a vis ual model or exampl e, s ince seei ng :1
sk ill performed provides :1 mo1·e precise definition th:1n hearing or reading about il. Seco nd, the learner must have an
opportunity to pr:1ctice the ski ll. Preferably, initial pr:1ctic e
s hould occur under simpler a nd less demanding conditions than
those fotmd in full class teaching situations. Third, the learner
must receive specific fe edback on hi s practice that will help
him to bring his performance close to the model or definition.
(Borg et a!., 1970, p. 17)
The "clear definition" of the criti cal thi nking skills to be mastered
began with the Taking a stand booklet , and was fo llowed by the presentation
of Minicourse 14, Disc us s ing Controversial Issues . These video tapes, prepared by the F ar West Laboratory for Education Research, identifi es for
students a nd teachers four suggestions for productive discussions of public
issu es :
(1) Have an open discussion in which people feel free to say

what they think.
(2) Lis ten to others and keep the discussion focused.
(3) Analyze different points of view .
(4) E valuate the effectiveness of a discu ssion.
(Gall et a!. , 1972)
The Minicourse 14 tapes were selected to provide to the s tud ents a
vi sua! model of the general discussion s kill s that the Taking a Stand bookle t
had previous ly identified. This rather general introduction to the discussion
skills was follow ed by a video tape which wfls developed to demonstrate the
nine specific c ritical thinking ski lls identified for the C. H. S. study.

The

script for the demonstration tape (see Appendix B) was prepared using ideas
and some of the dia logue provided in Taking a Stand (Oliver and Newm an,
1967).

The students who demonstrated the skills on the tape were vol unteers from a drama class at C. II. S. The drama teacher agreed to have he r
students help with the production of the video tape as a part of the class work
during the year.

When the students had the script memorized, they met in

the T.V. s tudio with the writer and the C . H. S. media coordinator.

The

media coordinator helped to solve the technical problems that arose during
the recording sessions.
The VTR (video tape recording) equipment at Cedar Hi gh School
during the time the study was in progress included a Concord T . V. camera
and recorder. Also used was a sound "mixing" system wi th several micro phones available to feed into the recorder from the discussion groups.
The demonstrations of the specific critical thinking skills were
performed by the student volunteers and the performances recorded on video
tape over a period of several weeks as the student volunteers memorized
their parts and reported for taping sessions.

The demonstration tape was

made in the same room using the equipment arrangement (see diagram)
which was used to record the video discussion group during the ten-week
study.

IR~omo1

When the part of the tape containing the s tudent demonstrations o f
criti cal thinking was completed, a printed li s t of the nine c ritical thinking
s kill s used in the tape was prepared on a bull etin boa rd using a " lette r set"
and th en videotaped . A narr ative desc ription of the nine critical thinking
ski lls used in the s tudy was then recorded on the sound tract accompanying
the pri nted description of th e skills . These two tapes, the first containing
the student discussions and the s econd the printed and narrative des criptions
of the nine critical thinking skills , were th en fed through a monitor and
recorded on a third tape (see diagram) so that each section of the "de scription of skill s tape " was followed by the s tudent performance of the skills
described.

Dcsc ription
of Skill s
Tape
Monitor

!---~Demonstration

Tape

Student
Di scu ss ion
Tape

Additional materials were a l so se lected for practicing the criti cal
thinking concept s during the discus sion of public issues. The students in
the hi story clas s used as their di scussion guide a booklet, American Hi story
and Critic al Thinking (Miller , 1970), prepared for use in the Cedar High
School American

history department. This booklet identifies controversial

issu es that were sources of conflict in the various historical periods being
studied.
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The current issues class used as the focus for their semi nars a
seri es of booklets published by the Silver Burd ett Company .

The series

contains s uch ti tles as Communication, lhce , Poverty , Drugs,

Yout~

Culture , E>.-tremists Hight a nd Loft, Viole nce, 1\uthority, am! Destiny.

The

specific topics discussed by both classes and the schedule of discussion are
included in the Appendi x .
The fin a l component of the curri culum developed for teaching c riti cal
thinking was the Seminar Discussion Check List (S.D. C. L. ). The S.D. C. L.
was devel oped as an assessment tool for s tudents to use for performing a
self evaluation of their use of the nine criti cal thinking skills identified for
the C. II. S. s tudy.

The S.D. C. L., which is di scussed fully in the Data and

ln strum entation section of this report, was developed so that students could
u se it as a check list and score s heet while observing the taped replays of
their seminar di scussions.

Design of classr oom presentation
The time schedule for the presentation and use of the above components began with the opening of school in Augus t, 1972 . The presentation of
the materials began with the distribution of the Taking a Stand booklet to eac h
s tudent in the social issues and American histo ry classes . The booklets were
read and di scussed during c lass time , with the students reading and then
discussing in a total group setting the issu es outlined in Taking a stand. This
presenta tion took one week to complete.
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The presentation of the Min icours e 14 tapes to the students in both
c l ~ ss c s

involved in the C. II. S. s tudy was focused on the student portion of

the discussion skills de mon strated a nd al so took one week to co mple te . One
tape was presented eac h cl ay for fou r clnys, followed by a class disc uss ion of
the techniques demonstrated on the tape .

The fifth clay was a review of the

previous four clays' viewings and discussions.

A copy of the Minicour se 14

outline is includ ed i n the Appendix.
The presenta tion of the C . H. S. demonstration tape, whi ch was
designed to identify spec ifica lly the critical thinking skil ls taught during the
C. H. S. study , was then made to n ll s tudents in each of the two c lasses in
the C . IT. S. s tudy.
It s hould be noted that all of th e materials m e ntioned thus far were
presented to students in a setting which invo lved a ll c lass m embers . After
the presenta tion of these mate rials, the s tudents in eac h clas s were then
random ly ass igned to the video, audi o, and non-m edia treatment c lassificati ons and the use of the differing experimental feedback procedures was
begun.
Th e final step of the cu rriculum design used in the C. H. S. s tudy
was based on the third require m e nt of the Shaver (1962, p. 16) model: "to
provide s ituations as s imilar as possibl e to tho se in which students a re to
use their competences . " Since stude nts in the C. H. S. s tudy were being
taug ht c ritical thinking skill s to be used in the co ntext of the discussion of
publi c issues, the thi r d requirement was me t by having student s meet in
se minar g r oups to disc uss a variety of controvers ial topic s .
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Teachers we re present during these discussions to assist students
" in the a pplication of the !critical thinking! concepts" (Shaver, 1962, p. lG),
but lh c teac hers very rarely "l ed" the di se ussion in the sens e that they
"called" the students to order or re-directed the discussion back to the day's
topic.
The topics for discussion in th e soc ial issues class were selected
by th e writer before the class begun, but the sequence in which they were
considered was determined by c lass m e mbers.

The topics were listed and

each s tudent was asked to select a topic in which he or she had a particular
interest.

The consideration of each topic began on Friday of each week

when the topic for the next week was introduced.

At this time one of the

booklets described earl ier, (Violence, Drugs, Youth Culture, etc.) which
provid ed infonnation on the topic unrle r conside r ation was handed to each
student in the class.

The rest of the class period on Friday was spent in

reading the booklet.

On Monday a nd Tuesday s tude nts who had chosen that

particular topic as their spec ial interest area made presentations on it to
the class.

The students were free to give their views and opinions, bring

in g·uest speakers, or use any kind of presentation they felt would best
identify the issues that made the topic controversia l.
On Wednesday, the students divided into three ciscussion groups in
which th ey had the opportunity to state their positions on the issue being considered and to react to the views of the other students in their group.

On

Thursday, the students once aga in met in their discussion groups to e valuate
their us e of critical thinking skills during th e Wednesday discussion .
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The Am e rican history class followed s imilar procedures using social
issues in an historical context , except that the c lassroom presentations preceding their small group discu ssions we re Jed by the teacher on some occasio ns
when the teacher thought his background in American history would he lp cla rify
the issues being discussed.

Research design
Stude nts in social studies classes at Cedar High School have traditionally been separated into five or six sub -groups of eight to twelve students
by the socia l s tudi es teachers to facilitate media presentations and seminar
di scussions . T hi s grouping procedure was followed during the C. H. S. study.
The social issu es class was taught a t 9:15 a.m. daily and lasted
fo r forty-five minutes until 10 a . m . The class consisted of 23 students , nine
boys a nd

14

girl s ranging in age from 17 to 18 (see Table 5) .

The stude nts in the c lass were eli l'ided into three sub-groups using
random assignment . The groups were then randomly assigned to

treat~m cnt .

Group One was assigned as the " video" group, Group Two as the "audi o"
group, a nd Group Three as the "non-m edi a" group .
The American hi s tory claAs bega n at 10 a.m. :mel continued until
10: 45 a . m., on a daily basis.

This class , which consisted of 21 students

13 boys and eight gi r ls, ranged in age from 16 to 18 (see Table 6).

The

American history class waA a l so divided into three sub-groups using random
assignment, and the groups were randomly assigned to treatment.

Each

group originally consisted of seven students . One gi rl came to school one
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Number of Social Issues Students, by age a nd sex, compl eting the
criti cal thinking study

Table 5.

Age

Male

Female

Total

lG

0
2
1
3

0
4

0
6
2
8

0
4
0
4

0
3

0
5

Tota l

0
0
2
2

Class Total

9

G roup
Video

17
18

Total
Audio

16
17
18

Total
Non-Media

Table 6.

16
17
18

5

4

0
7
1
8

5

0
5
2
7

14

23

Q

Number of American history students by age and sex completi ng the
critical thlnking study

Group

Age

Male

Female

Total

Video

16
17
18

3
2
0
5

2
0
0
2

5
2
0
7

16
17
18

3
1

6

!_

3
0
0

5

3
2

Total

3
0
0
3

0
3

6

Class Total

13

8

21

Total
Audio

Total
Non-Media

16
17
18

1
8

5
1
0
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week late and was randomly assigned to Group Two.

One boy later left Group

Three, leaving Group One with seven stude nts, Group Two with eight stude nts,
and Group Three with six shtdents.
The three treatment condit ions were:
Video Feedback. These students were videotaped durin~ their
seminar discussions. They then evaluated their critical thinking
skills in a subsequent viewing of the videotape using an evaluation
sheet which is discussed in more detail later in this paper. This
was Treatment Group 1.
Audio Feedback . These student were audiotaped during their
seminar discussion sessions. They subsequently listened to
the audio tape of their discussion and evaluated their discussion using the evaluation sheet mentioned in the description of
Category I. This was Treatment Group 2.
Non-media Feedback. These students conducted a "normal"
seminar session as they have been held at Cedar High School
for the past several years. Their sessions were not recorded
for evaluation at a later time . They did, however, review
their discussion behaviors at the conclusions of each discussion , using the student's evaluation guide provided by Minicourse 14. Copies of those evaluation sheets are in Appendix
F. The non-media feedback group was Treatment Group 3 and
was considered the control group.
A posttest-only design was used for the study. In discussing this
design, Campbell and Stanley (1963, p. 15) stated that "within the limits of
conficence stated by the test of significance, randomization can suffice without the pretest. " They (Campbell and Stanley, 1963, p. 26) we nt on to say
that "unless there is some que stion as to the genuine randomness of the
assignment, the posttest-only control group design is greatly underusccl in
educational psychological research." Campbell and Stanley (1963 , p. 26)
also stated that the posttest-only control group design has the advantage of
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"avoiding the 'giveaway ' repe tition of ide nti cal o1· highly s imilar unusual content (as in attitude change s tudie s). " The postte st-only control group design
was also used in the U.S. U. P r oj cc l (Shave r and Larkins, 1969) after which
the C. H. S. study was patterned.
The research design of the C. H. S. study called for three tests to
be given in November immediately following the end of the ten-week study.
These first posttests were to identify any imm ediate differences in critical
thinking among the treatment groups.

The de sign also called for a second

testing approximately 30 clays after the conclusion of treatment. This delayed
posttest was intended to identify any differences in the retention of criti cal
thinking sl<ills among the treatment groups.

The dependent variables were

the Watson-Glaser Critical Thinl<ing Appraisal, (W . G. C. T. A. ) , t he Social
Issues Analysi s Test No . 1 (SlAT No . 1), and the Semi nar Discussi on Check
Ust (S.D. C. L . ) which was designed as an observational system to evaluate
oral discussions.
Alternate forn1s of lbe W. G. C. T. A. were glven in each posttest,
SlAT No . 1 had no alternate form, so was administered in both posttcsts.
Each of the three treatment groups in the hi story and social issues classes
also had their discussion sessions r ecorded on audio tape during the last two
of the ten seminars that were held.

This provided two tapes from each of t he

three treatment groups in November. Two additional discussions from each
treatment group were also audio taped in December. These tapes were then
scored using the Seminar Discussion Check List.
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D"t" and Jnstrumcnt"lion

Seminar Discussion Check List
The S.D. C. L. prepared for use in the C.l-1. S. study, is" modification
of a system of discussion analysis developed by Oliver and Shaver (1962, 1970)
which was mentioned in the Review of Literature.

The Oliver- Shaver system

was divided into two general areas, "static categories" and ''dynamic categories." The dynamic system has three areas, "conflict consistency . . .
specification and generalization . . . and qualifying" (Oliver and Shaver,
1962, p. 61).

The dynamic system which required the scorer to " deal with

a context beyond the statement being categorized" (Oliver and Shaver, 1962,
p. 57), was not used in the C. H. S. study.

"Static categories," however,

were selected to be used following the suggestion of Oliver and Shaver (l9G2,
p. Cl) that their system could "be modified to include fewer categories in
order to simplify scoring."
Of the thirteen items listed earlier in the "static category" by Oliver
and Shaver (1962), seven items were included in the S.D. C. L.

These cate-

gories were specifically based on the critical thinking skills that had been
identified to be taught during the C. H. S. study.
The categories on the S.D. C. L. and definitions of the categories are:
1.

Value Judgement

Statements in which the speaker expresses a
preference for a person, object or position in
the argument in terms of a social or legal value,
such as personal privacy, freedom of speech or
religion, or equal protection of the law .
"Mr. Kohler certainly should have the right to
run his business and to make contracts with his
workers without union interference."
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Claim s

Stateme nts in whi ch the speaker asserts that
someone has a lega l r ight to do so mething, s uc h
as eq ua l protection und er the law, constituti ona l
ri~hts, etc .
"Acco r d ing to th e Constitution , even a mnrclcl·er
ha s the right to a fai r a nd speedy trial. "

2.

L eg~ !

:l.

l"nc tual Claims

Statem ents describ ing specific events or makin g
predi cti ve generali zatio ns.
"The first attempt at integration was at Little
Rock on September 4, 1957 ."
"Negroes arc just as inte lJ i gent as whites . "

-L

Source of
Information

A state m e nt describing the s ource on which a
c la im, a definit ion , or value j udgement is based.
"My text book s tates that o ve r 600,000 people
lost their liv es as a result of the Civil War."

G.

Defi nitiona l
Claim

A s tatement about how a word or phrase is
defi ned or s hould be defined .
"l believe tha t a n emergency occurs when one
or more peopl e are in danger of being injured
or of loo s ing their lives or property."

G.

Case -Analogy

A set of stateme nts wlti ch describes r ea l or
hypothetical situations analogous to the one
unde r disc ussion.
"If your dad was arrested for speed ing whil e
on hj s way to save son1eone fro1n great harm,
wou ld you sti ll feel that everyone who breaks
a law s hould be a rrested?"

7.

C la rifi cation
Procedural

A s tate m e nt in whi ch the speC~ ker comm uni c C~t es
something in order to focus att ention, or a
statement directed at controllin?; t he immedi ate
s itu ation.
"Let's take a vote .' '
"Let's gjve everyone a chance to talk . "
"Get back i n your seat a nd set down. "

8.

Cha ll enge

Statements chall e ngi ng the statem ent of othe r s .
" I don't think you 've proved your point. "

9 . Support

Sta t em ents supporting the s tatements of other.
"I agree that the war s hou ld never have been
started . "
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An S.D. C. L. s core sheet was used by eac h student to r ecord the
numbe r of critical thinkinp; r esponses he or s he made in each of the discussion
sessions and the same sheet was used in sco rinp; the posttest discu ss ion s (see
Appendix E).
Observer reliability.

In regards to the reliability of the S.D. C. L.,

it is necess ary to begin with the r e liability of the original system developed
by Oliver and Shaver (1962).

Four pe r s ons were trained to us e this system

and inter-observer reliability was estimated usi ng the product- moment
corre la tions.

Re liability coefficients ranged fro m • 48 to . 95.

In r egm·d s

to th e reliability of that system, the authors s tated:
As we are not now reporting our sys tem within a spec ific research
context, it seems suffi cien t to point out that with the exception of
one coeffici ent all approach at leas t . 70, with two greater than. 80
and one greater than . 90 , and that i s on the average, a r e latively
high level of agreement. (Oliver a nd Shaver, 1962, p. 60)
T he "Seminar Discus s ion Check Li s t" developed for this

s t~1dy

is

a modification of the " static categories" developed by Oliver and Shaver
(1962) which were dis cus sed earli e r.

No attempt has been mad e to equate

the rei iability of the S.D. C. L. and the Oliver - Shaver instrum ent.

Th e

Oliver and Shaver data indicate, however , that i n the analysis of o r al
di sc uss ions of public is s ues, thi s type of instrument is a reliable measurement tool.
Training.

As a l ready noted, the S.D. C. L. was used throughout th e

ten- week study by students to record the numbers of occurrences of the
critical thinking skills which the s tudents wer e to use i n their discu ss ion
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g1·oups . Students were instructed in the use of the S. n. C. L. in two

ph~RcR:

first, they were shown thP demonstr,.tion video tape 11·hich identified the
specific

heh~viors

the S.D. C. L. was rlesign<'d to record.

a video t:lj)ed discussion.

They then scored

Because the categories used in the S.D. C. L. do

not require fine distinctions, students had little difficulty in coming to agreement about which statements should be scored in which category.
The twenty-four tape recorded discussions made at the conclusion of
the study were scored by the writer using the S. D.C . L. to assess the affectiveness of the experimental treatments used in the C . H. S. study. This procedure,
while not uncommon, still leaves the results of a study open to question unless
th ere is some evidence that there was no co ns istent bias or set on the part of
the observer which might have influenced the scores obtained.
To resolve this question, a two-phase training program si milar to
the one used with students was also used to train a second observer who
scored a three-tape sample of the twenty-four tapes used to collect data for
the study.

The second observer was a graduate student at Utah State Uni -

ve r sity who had no previous knowledge of th e C. H. S. study.

Because of the

incompatibility of the VTR equipm ent at Utah State Univ ersity with that at
C . H. S., it was impossible to use the vid eo tape demonstrating the desired
critical thinking skills to train the second observer.
The second observer did, however, read a script of the demonstration
tape to become familiar with the critical thinking categories on the S.D. C . L.
He then asked the writer some general questions about length of statements to
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be scored as one response.

I le also inquired if it was permissible to stop

the tape to play back parts if the discussion was unclear or if he was unable
to keep up with the student discussion. Since the tapes were in twenty-minute
time blocks to facilitate scoring, the tapes could be stopped and started as
often as necessary to clearly understand the recorded statements.
Results . The second observer then li sted to the three tapes a nd
recorded the students' responses on the S.D. C. L.

The process took about

four hours , as the second observer replayed some sections of eac h tape
several times in order to hear students' statements . Table 7 shows the
results of correlating the category frequencies obtained by the writer and
the graduate student observer.

Table 7. Correlations between category frequencies on the S. D. C. L.
obtained by two independent observers
Rater

Total Responses

[n vestigator

128

Graduate Student

124

fnvestigator

125

Graduate Student

115

fnvestigator

116

Graduate Student

106

Correlation

. 9862

. 9892

.9939
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Although these correlations may seem high, it must be remembered
that the S. D. C. L. was designed to he used by high school students and that
the categories do not require fine discriminations .
It appears that the second observer tended to "underscore" the

responses on the tape.

A valid explanation for this would seem to be the

familiarity of the investigator with the students, and his ability to identify
their statements more clearly than the second observer, especially when
several students spoke at once.
The difference in observers , however, did not seem to indicate any
systematic bias in any particular category and the decision was made to use
the scores for the tapes obtained by the investigator as the single scorer .
Validity.

The validity of the S.D. C. L . was high for th e C . H. S. s tudy

because the discussion skills identified for this study and the S. D. C. L . both
originated with the Oliver-Shaver (1962) curricular framework and research
discussed earlier.
The idea of teaching and then evaluating the use of specifically
identified critical thinking skills, was a conscious effort to implement the
s uggestions for teaching critical thinking given by Berlak (1965).

His sug-

gestion was:
That ecluc,tors rely less on the inadequate general models and
focus on studying intellectual processes in a given area in order
to develop outpu t criteria and models that appear to characteri7.e
successful output for that area. From these context specific
models "-nd criteria, educators may develop pedagogical strategies
:1nd teaching material that are appropriate for that area . (Berlak,
1965, pp. 7-8)

An attempt to develop the S.D. C. L. as a part of a "context s pec i fi e
model" to teach critical thinking meant a stro ng correspondence between the
critical thinking sk ills taught and the dev ice us ed to assess these s kills.
This is the best indication that the "Seminar Discussion Check Llst" was a
valid test for the C. H. S. study.

SIAT No . 1
The second device used to assess stud ent learning was the Social
Issues Analysi s Test (SlAT No . 1) developed by the Harvard Social Studies
Project (Oliver and Shaver, 1966).

The purpo se of SlAT No. 1 " is to assess

how well students can identify sel ec ted intellectunl operations occurring in
nn argumentative dialogue. " (p. 191)
S!A T No. 1 was originnlly pretested on groups of Master of Arts
in Teaching candidntes in socia l ::;t1Jdjes ed ucation at Harvard to

determine whether the conceptual framework upon which it was
based was so narrow or was expressed in such technical language
that inte lligent, well-educated lay peopl e could not be e""])ected to
understand it. • . . It seemed fairly c lear to us that the language
was not overtechnical and th e conceptual framework was not
idiosyncratic. The source of ambiguity in poor items was easily
identified and corrected. !twas possible with one or two revisions
of specific items to get almost complete agreement among adult
judges. The r e liability estimate for SlAT No. 1 with a sample of
109 eighth grade students was . 81. This is a split-half estim ate
corr ected by the Spearman-Brown formula. (Oliver and Shaver,
1966, pp. 193-194)
The rational equivalence (Kuder Richardson No. 21) r e liability
coefficients for SlAT No . 1 during the study at C. H. S. were . 75 for the
November test and . 61 for th e December test.

Although the latter figure is

surprisingly low , both a re r e latively c lose to the . 81 re ported by the developers of the test.
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Inasmuch as SlAT No . 1 was used twice du r ing the C . H. S. study,
it was possible to assess its test-retest re li abi lity.

The product-mome nt

corre lation between the Nove mber nnd Decem ber administrations of SlAT
No. 1 was . 73 (Table 22) which indicates n r ath er high te st-retest s tability.
The SIAT No. 1 was designed to a ssess " intellectual operations
occurring in an a rgumentative di alogue" (Oliver and Shaver, 196 6, p. 191),
and it was based on the public issues rational e that underlay the selection of
c ritica l thinking ski lls for the C. H. S. study.
with the objectives of the C. II. S. r esea r c h.

It was , therefore, compatible

The validity of using a ny pape r

and p encil test to assess a s tud ent' s ability to use discussion skill s is , however , open to question.

Th e deci s ion to use SlAT No . 1 was made after a

survey of tes ts indicated that it was the bes t of the pencil and pape r tests
avail abl e in the ar ea of assessing a pplication of cri tical thinking s kills, and
that its use would provide data r e levant to the critical thinking ski ll s taught
in thi s s tudy.

Watson-Glaser Critical Thinking Appraisal
The third devic e used to assess the results of the C. H. S. s tudy was
the Watson-Glaser Critical Thinking Appraisal developed by Goodwin Watso n
and Edward Maynard Glas er and published by Harcourt, Brace a nd World,
In corporated , New York.

The test measures five areas of critical thinking:

(1) Infe r ence or the ability to discriminate among degrees of truth or falsity;
(2) Recognition of assumptions; (3) Deduction or the ability to r eason
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deductively; (4) Interpretation and the ab ility to weip;h evidence; (5) Evalua tion of argum ents as to str ength and releva ncy.
Since their original test was published in 1952, Watson and Glase r
have updated their device by adding new q ues tions to bring each of the two
fo rm s now :tvailable, YM and ZM , up to 100 r espons es .

The test was copy-

ri ghted in 1964 and has been standardized by the authors using 10, 3 12 high
schoo l students in grades 9-12 at 14 school systems in 13 states (Watson
and Glaser, 1964) .
The reliability of the Watson- Glaser Critical Thinking Appraisal
u sing odd - even spli t half reliability coeffi c i ents corrected by the SpearmanBrown for mul as has been es tim ated as: From YM, . 84, and Form Z M,
. 83 (Watson-Gl aser C ritical Thinlti ng Appraisa l Manual, 1964 , p. 13) .
The rntiona l equi val ence (Kuder Ri chardson No . 21) reliability
coefficients fo r the s tudy reported by Mille r (1970 , p. 5 1) u s ing the WatsonGiaser Critical Thinking Appraisal, however, were considerably below the
figures reported by the test publishers for Porm YM, • 58 and for Form ZM ,
. 74 .
T he reliability coefficients for t he 1972 s tudy at C. H. S., again
using the rational equival ence formul a (Kuder R ichard son No. 21), were for
Form YM , . 78 and for Form ZM , . 86.

Both of these figures wer e con-

siderably closer to the reliability data provided by the test publishers than
were the reliability coeffici ents com puted for the 1970 s tudy a t C. H. S .
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The tcst-o·etest reliability of the W.G. C. T. A. was also assessed
by computing the product-mom ent correlation between the November and
December administrations of the test.

The coefficient was . 80 (Table 22),

indi cati ng an excellent test-retest reliability for this study.
As for the test's validity , the authors of the test, after reviewing
a Jist of thinking operations put forth by Dressel and Mayhew to which they
subscribed, made this statement:
It is the authors ' belief that there would be s ufficient overlapping
among the different li sts of component abilities to warrant the
expectation that the total s core derived from a test based on one
Ji st would correlate high with the total sco re based on an equally
good test covering an a lterna ti ve set of sim ilar abilities.
(Dressel and Mayhew, 1954, p. 10)
Watson and Glaser finally concluded that:
The Critical Thinking Appraisal may be used as a research tool
to provide objective evidence concerning the development of
c ritical thinking skills as a consequence of a given course of
study or teaching method. (Watson and Glaser, 1964 , p. 12)
It was realized that the words used by Oliver and Sha ver (1962) to
de sc ribe the thinking operations u sed in the C. II. S. study were not the snmf'
as the terms used by Watson and Glaser in their Critica l Thinking Appraisnl;
however , these differences appeared to be more varia tions in terminology
than conceptua I difference .
There 1rere three rea sons for us ing the Watson-Giaser te s t in the
C. II. S. s tudy .

First, the lest had been used in the two previous studies a t

C. H. S. (Morris, 1968 ; Miller, 1970).

It was anti cipated that a comparison

of th e data from th e 1972 study with data from the two previous s tudi es
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wo ul d provide meanin[!;ful informntion nbout the attempts to Leach cri ti ca l
thinki ng at Cedar High School over a period of several years.

Secondly,

the test is commonly used in education research, so provides a base of
information common to other studies.

Thirdly, the tes t has two forms.

One of the forms was used at the conclusion of the ten-week study in
November and the sec ond approximately 30 clays later in Decem):>e r.

This

was clone in an attempt to m easure the critical thinking retention r a te of the
s tud e nts invol ved in the study.
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CHAPTER IV
ANALYSIS AND FINDINGS

Findings

The data co llected from SlAT No . 1 and the Watson-Glaser Critica l
Thinki ng Appraisa l were a nalyzed using ana lysis of cova riance as the
statistica l technique, with students· grade point average as a covariate for
tho November postlest and with scores from the November posttest as a n
add itio nal cova ri ate for the December posttest.
Analysis of variance of the grade point ave rages of the students in
each o f the treatment groups indi cated that there was a s ignificant (P < . 05)
difference among the mc:cn grade point averages of the groups in the social
i ssucs c las s, a ltho ugh not for the Amer ican history class .

A Scheffe lest

incli catecl that tho mean G. P. A. of the audi o group was s ignificantly (P " . 05)
below that of the other treatment groups from tho soeial issues c lass .
usc of covaJ·i ancc as the

~tat i sticn. l

The

techn ique, however, compensated for

this initial difference.
A lwo-way analysis of covariance with treatment and class as factors
w'1s performed on the November a nd December posttest scores wi th SlAT
No. 1 and IV. G. C. T.A. as the dependent variables.

No significant cliffl'rencc

among treatment means was found on eithe r posttest (Tables Sa-llb).

Howev e r,
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Tab le Ha . Summary of the two - way analysis of covariance for SlAT No. 1,
Nove mber, 1972, with G. P. A. :\s the covariate

Source

M.S .

elf

C lass

Signifi can ce

F

• l7G

. 010

N. S.

Treatments

2

8 . 380

. 514

N.S .

Interaction

2

3.688

. 226

N. S.

37

16.2 83

E rror

Table Sb.

Adjusted means and s t andard deviations, SIAT No . 1, November,
1972

C b s~

Video

Trea tm e nt
Audio

Non-Media

Class
Means

Social
Issues

Mean
S. D.

12.63
3.09

10. [)4
4 . 10

10.32
9.91

11. 19

Amer ican
IIi story

Mean
S.D.

11. 62
5.28

11.79
5.10

10.86
5. 19

11.42

12.13

11. :l6

Means

10.59
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T:thit' !l:t.

Summary nr the two - way analysis or covariance ror W. G. C. T. A.
Form YM, Nove mber, 1972, with G. P. A. as the covariate

Source

df

M.S.

Class

Significance

F

48 . 565

. 481

N. S.

Treatments

2

194.539

1. 920

K.S.

Interaction

2

131.346

1.301

N. S.

37

100. 89 0

Error

Tab le 9b.

Adjusted means and standard deviations, W.G.C. T.A. November ,
1972

Class

Video

Treatment
Audio

Non-Media

Class
Means

Social
Issues

Mean
S. D.

63.37
6 . 93

Gl. 88
11. 45

61.81
9. 59

62 . 35

American
History

Mean
S.D.

72.37
7.37

60 . 24
9.84

60 . 78
15 . 03

64 . 47

67.87

61.06

61. 29

Means
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Table lOa.

Su mmary of the two-way a nalysis of covariance for STAT No.
December , 1972, with G. P . A. and November test scores as
co variates
df

Source
Class

M.S .

r

Significance

3.826

. 592

N.S •

Treatment

2

3. 738

. 571

N.S .

Interac tion

2

3.186

.492

N. S.

35

6.467

Error

Table lOb.

Adjusted means and standard deviations, SIA T No. 1, December,
1972

Class

Video

Treatment
Audio

Non-Media

Class
Means

Social
Issues

Mean
S.D.

12. 54
1. GO

11.3 5
4.35

11.99
2.45

11.96

American
History

Mean
S.D.

10.89
4.99

10. 82
4.10

12 .3 7
2.68

11.36

11.72

11.08

12.1 8

Means

92

Table lla.

Summary of the two- way ana lysis of covariance for W. G. C. T . A.
form ZM, December, 1972, with G. P. A. and November test
scores as covariates
df

Source

M.S.

F

Significance

Class

1

180.969

4.966

. 05 +

Treatments

2

25.246

• 693

N. S•

Interaction

2

56 .001

1. 530

N.S .

35

Error

*Significant at the . 05 level.

Table llb.

Adjusted mean and standard deviations, W. G. C. T. A., December,
1972

Class

Video

Treatment
Audio

Non-Media

Class
Means

Social
Issues

Mean
S.D.

60.01
9.44

56.82
11.57

56. 86
10.14

58 .1 0

American
History

Mean
S. D.

61.37
10.38

59.58
8. 30

65 . 70
10.45

62.22

60.51

58.51

61.28

Means
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c lass differences (Table lla) were found on the W. G. C. T. A. for the December
po sttest.
Next, scores on the S. D. C. L. were analyzed.

Because of difficulty

in identifying individuals in scoring discussions, group means were used for
analysis o f the ten dependent variabl es --th e nin e categories and the total of
acts in all nine categories. Three- way analysis of variance was us ed wi th
c lass (social issues and American history), treatment (vieclo, audio, and
non-media), and elate (November and December) as the three factors.

Inter-

actions between c lass and treatment, class and elate , and treatment and elate
were a lso tested for s ignificance. The primary purpose of the research was
to determine if there were s ignificant difference among the three treatment
groups on any of the dependent variables (Tables 12a- 20b) .
It was hypothesized at the beginning of th e s tudy that students in tbe

e":perim ental video discussion groups in the social issues and American
hi story classes would have higher November and December posttest mean
criti cal thinking scores on each of the dependent variables, tha n would s tudents
in the audio and non-media groups. It is apparent from the analysi s that
instead, in each case the null hypothesis was accepted .
Inspection of the tables for the SIAT No . 1 and the W. G. C. T. A.
indicated considerable difference between some pairs of standard deviations.
T hese were checked for significance u s ing the F - ratio for independent variances.

F-ratios were found for the November SIAT No . 1 between the video

(S.D. 3 . 09), audio (S.D. 4. 10), and the non-media (S.D. 9. 91) social issue
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Table 12a.

Summary of ana ly sis of va rian ce • for Variable One, Value
Judgement
Significance

df

M.S.

F

Class

l

. 385

. 630

N. S .

Treatm e nt

2

1. 536

2. 501

N.S.

Date

1

.1 77

. 289

N.S .

(14)

. 611

Source

(Error)

*As noted in the text a three way analysis of variance was carried out but
only the information on the main effects is reported here.

Table 12b.

Adjusted mean s for Variable One , Value Judgement

Class

Video

Audio

Non-Medi a

Means

Social Is sues

3 . 09

2. 81

3 . 39

3.10

American History

3.64

2.19

2. 71

2. 84

Means

3.36

2. 50

3. 05
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Table 13a.

Summary of analysis of variance for Variable Two, Lega l
Claims
df

Source
Class
Treatment

2

Date
(Error)

Tab le 13b.

M.S.

F

Significance

. 303

2.750

N. S.

. 023

2.093

N. S.

. 224

2. 030

N.S .

.110

(14)

Adjusted means for Variable Two, Legal Claims

Class

Video

Audio

Non-Media

Me ans

Social Issues

. 00

. 00

• 07

. 02

Americ:ctn History

. 39

.19

. 17

. 25

Means

. 19

. 09

.12
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Table J4a.

Summary of ana lysis or variance for Variable Three, Factual
Claims

Source

df

M.S.

Significance

F

. 01

Class

1

113.535

18.15

Treatment

2

2.916

. 46

N.S .

Date

1

1. 075

.17

N.S .

(14)

6.264

(Error)

Table 14b.

Adjusted means fo r Variable Th r ee , Factual Claims

Class
Socia l Is sues
American History
Means

Video

Audio

6 . 34

6.56

6. 78

6 . 56

12. 35

9.72

10 . 67

10 . 91

9 . 35

8 . 14

8.73

Non-Media

Means
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Table 15a. Summ ary of a nalysis of variance for Variable Four, Sources
of Information
Source

df

Class

Significance

M.S.

F

. 030

.195

N.S .

Treatment

2

. 085

• 560

N. S .

Date

1

.531

3 .404

N. S.

(14)

. 156

(Error)

Table 15b.

Adjusted means for Variabl e Four, Sources of Information
Video

Audio

Non-Media

Means

. 72

.7 8

.68

• 72

American History

. 89

.53

. 53

. 65

Means

. 80

• 65

.60

Class
Social

~~~u es
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Table 16a. Summary of analysis of variance for Variable Five, Definitional
Claims
Significance

df

M.S.

F

Class

1

. 017

8.20

N.S.

Treatment

2

. 038

1. 984

N.S.

Date

1

• 003

. 010

N.S •

(14)

.021

Source

(Error)

Table 16b. Adjusted means for Variable Five, Definitional Claims
Video

Audio

Non-Media

Means

Social Issues

. 00

. 00

.14

. 05

American History

.10

. 03

.17

.10

Means

• 05

. 02

.15

Class
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Table 17a.

Summary of analysis of variance for Variable Six, Case Analogy
df

M.S.

F

Significance

Class

1

.123

. 030

N. S .

Treatment

2

. 040

. 050

N. S .

Date

1

.125

. 163

N. S •

(14)

.766

Source

(Error)

Table 17b. Adjusted means for Variable Six, Case-Analogy
Class

Video

Audio

Social Issues

1. 59

1. 28

1. 28

1. 38

American History

1.15

1. 28

1. 54

l. 32

Means

1. 37

1. 28

1. 41

Non-Media

Means
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Table 18a. Summary of analysis of variance for Variable Seven, Clarific a tion--procedural
df

M.S.

F

Significance

Class

1

9.935

2.587

N.S.

Treatment

2

1. 624

• 423

N.S .

3.067

. 799

N.S.

Source

Date
(Error)

Table 18b.

3.859

(14)

Adjusted means for Variable Seven, Clarification-Procedural

Class

Video

Audio

Non-Media

Means

Social Issues

.37

. 65

.46

• 50

American History

.57

. 81

1. 66

1. 01

Means

. 47

. 73

1. 06
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Table 19a.

Summary of analysis of variance for Variable Eight, Challenge
df

M. S.

F

Significance

Class

1

5 .491

3. 059

N. S.

Treatment

2

6.043

3 .362

N,S.

Date

1

. 001

• 000

N.S .

Source

(Error)

(14)

1. 796

Table 19b. Adjusted means for Variable Eight, Challenge
Class

Video

Audio

Non-Media

Means

Social Is sues

2.44

3.37

2.99

2.94

American History

2.42

4.09

5.16

3 . 89

Means

2.43

3 . 73

4 . 08
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Tabl e 20a. Summary of analysi s of variance for Variable Nine , Support
Source

df

M.S.

Class

0

Treatment

2

0

Date

1

0

(Error)

(14)

Significance

F

710

4.270

247

1.488

774

4. 650

0

05

N.S.
0

05

.16 6

Table 20b. Adjusted means for Variable Nine, Support
Class
Social Issues

Video

.94

American History

1. 21

Mean s

1. 07

Audio
0

65

Non-Media
0

96

1. 00

1. 37

83

1. 17

0

Means
0

85

1.19
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Table 21a.

Summary of analysis of variance for Total Valued Acts

Source

df

M.S.

Significance

F

Class

1

234.125

15.164

Treatment

2

12.422

. 805

N.S.

7.504

.486

N.S.

Date
(Error)

Table 21b.

14

. 01

15. 439

Adjusted means for Total Valued Acts

Class

Video

Audio

Non -Media

Means

Social Issues

15.00

16.12

10.78

10.14

American History

23.14

19.84

24.16

22.38

Means

19 . 32

17.98

20.47
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groups (Table Sb, P < .01); the video (S.D., 7.37) and non-media (S.D. 15 . 03)
American hi story groups on the November W. G. C. T. A. (Table 9b; P < . 05);
the video (S.D. 6 . 93) social is sues group and the non-media (S. D., 15. 03)
Americ an history group on the Novembe r W. G. C. T. A. (Table 9b; P < . 05);
the video (S.D. 1. 60) and the audio (S.D. 4 . 35 ) social issues cl ass on the
December SIAT No. 1 (Table lOb; P < .01); and between the social issues
video (S . D. 1. 60) group and the Am erican history video (S.D. 4. 99) group
on the December SlAT No. 1 (Table lOb ; P < . 01 ). These findings had no
consistent pattern and no conclus ions concerning the three treatments used
in the C. H. S. study could be drawn .
Additional information was also produced from product-moment
correlationsarmngG. P.A., SlAT No.1, andW.G.C .T.A. (Table22) . All
correlations were significant at the . 05 level, with the correlations between
SlAT No . 1 and W. G. C. T. A. being significant at the . 01 level.

As was

mentioned earlier, the test-retest reliability of SlAT No . 1 and W. G. C. T. A.
u s ing the product-moment correlations as indicators was . 73 and . 80
respectively.
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Table 22.

Product-moment correlations for G. P. A., SlAT No. 1, and
W.G. C. T .A.
November
G.P.A. SlAT No.1 W.G.C.T.A.

G.P.A.

. 37*

Nov.
SlAT No. 1
Nov.
W.G.C.T.A.
Dec.
SlAT No . 1
Dec.
W.G.C.T.A.
*Significant at the • 05 level (. 304).
**Significant at the • 01 leve l (. 393).

December
SlAT No . 1 W. G. C. T. A.

.33 *

. 31*

.34 *

. 66 **

• 73 **

. 64 **

.51 **

. 80 **

• 53 **
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CHAPTER V
CONCLUSIONS AND RECOMMENDATIONS

The main objective of the 1972 study at C. H. S. was to develop a
curriculum for teaching critical thinking through the use of selected materials and seminar discussions.

A secondary objective was to compare the

effectiveness of teaching critical thinking through student self-analysis of
video taped replays of seminar discussions, audio taped replays of discussions, and discussions which were not recorded.
There were available two guides for curriculum development that
provided the models for the curriculum development phase of this study.

The

first was the three-step guide for teaching critical thinking suggested by
Shaver (1962).

His suggestion was to first, identify the specific critical

thinking skills to be taught; second, to teach the skills to students and; third,
to provide students with realistic situations in which the critical thinking
skills could be practiced.
The second was the minicourse technique designed by Borg et al.
(1970), to teach a variety of skills to teachers.

The suggestion given by

Borg was first, to provide a visual model of the skill being taught; second,
to provide for the opportunity to practice the skill; and third, to provide
the learner with feedback on his practice to help him bring his performance
close to the model.
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An important aspect of the curriculum objective was to develop a
video tape based on tre minicourse model to provide examples of the nine
critical thinking skills identified for use in the 1972 study at C. H. S. An
additional aspect of the curriculum development objective was to prepare
an observational system that could be used by students to evaluate their
own use of critical thinking skills in seminar discussions.
Students from two social studies c lasses (social issues and American
history) at Cedar High School in Cedar City , Utah, were randomly assigned
to three treatment classifications for the study.

The "video " treatment group

was recorded on video tape while conducting their seminar discussions. After
each discussion the students viewed the video tape and recorded on the Seminar
Discussion Check List their use of the nine critical thinking ski lls during the
seminar discussion.

The "audio " treatment group followed the same pro-

cedures used by the video group, except that their discussions were recorded
on audio tape.

The "non-media" treatment group was not recorded for later

student self-evaluation.
C . H.

s.

This group served as the "control group" for the

study.
The first research objective of the study was to investigate the effect ,

in terms of critical thinking, of combining the teaching of critical thinking,
using the minicourse method, with the study of social issues . The second
research objective was to investigate the effect, in terms of critical thinking of combining the teaching of critical thinking, using the minicourse
method, with a study of American history.

The third research objective
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was to investigate the effect in terms of critical thinking, that a thirty-day
non-instruction period would have on the retention rate of critica l thinking
skills a mong video, audio, and non-media discussion groups.
These research objectives were evaluated using a posttest-only
control group design (Campbell and Stanley, 1963, p. 24), with the first
posttest being given in November, 1972, and the second posttest being given
in December, 1972.
The dependent variables were the SlAT No. 1 (Social Issues Analysis
Test No. 1), the W. G. C. T. A. (Wa tson-Glaser Critical Thinking Appraisal),
and the S. D. C. L. (Seminar Discussion Check List).

It was hypothesized that

the video discussion groups, in both the social issues and American history
classes, would have higher posttest mean critical thinking scores on all
three dependent variables, than would students in the audio a nd the non-media
discussion groups .
The hypotheses wer e tested us ing two-way analysis of covariance
(class by treatment) as the statistical technique for SlAT No. 1 and the
W. G. C. T . A. Overail grade point aver age was used as a covariate for the
November posttests, and scores from the November posttest were added as
an additional covariate for the analysis of the second posttests.
Three-way analysis of variance was used to analyze the data co llected
from the S. D. C. L.

The main effects tested by this analysis were date

(November or December), treatment (video, audio, or non-media), and class
(special issues or American history).

Because of the difficulty in identifying

individuals on the tapes used to score the S.D. C. L., group means were used
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for the a nalysi s of the ten dependent variab les--nine categories and the total
of valued acts.
The two-way analysis of covariance with treatment and class as
factors performed on the November and December posttest scores with SIAT
No. 1 and W. G. C. T. A. as the dependent variables yielded no significant
differences among treatment means.

The three- way analysis of variance on

S.D. C. L. group means also yielded no significant differences among the three
treatment groups.

The null hypothesis was accepted for each of the hypothesis

stated for the C. 1-1. S. study.
There are sever a l plausible explanations of the failure to find signi ficant differences among the means of the video, audio, and non-media groups.
The first and most obvious is that feedback in the form of video or audio tapes
does not provide sufficient information or motivation to change behavior.
This explanation, however, contradicts much avai lable information to the contrary. Several of the studies cited in the review of literature, for example,
produced evidence that video taped feedback can be an effective means of
bringing about behavior change.
A second po ssibility is that a ten-week study did not produce a sustained enough impact to produce discernable treatment differences. Another
possibility is that the instruments used were not valid measures of the skills
being taught.

The S.D. C. L., for example, because of the gross nature of

the categories used, may well have failed to identify significant differences
in discussion beh avior , which a more discriminating observation system might
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have recorded.

This problem is a difficult one for the curriculum designer

who wants an observation system simple enough for students to use, but
a lso sophisticated enough for use as a tool to collect research data.

There

is a possibility that these two objectives are incompatible.
Another problem with an observation system like S.D. C. L. is that
no weight is given to the perceptiveness of the statements made by students,
or to the contribution of such statements toward resolving or clarifying the
issue s being discussed.
One more possible explanation for the lack of significant differences
between treatments is that the instruction in critical thinking that all groups
had in common may have minimized the effects which the differing discussion
treatments could have.

All students had instruction in critical thinking

based on the Taking a Stand booklet (Oliver and Newman, 1967) and the Minicourse 14 tapes.

All students then had the nine specific critical thinking

skills used in the C. H. S. study identified for them on the demonstration tape.
This general instruction m ay well have taught critical thinking to the extent
that the feedback provided by the taping session could not add s ignificantly
to those skills already learned, or that the various types of feedback added
equally well.
This possibility is supported by a comparison of means on the
W. G. C. T. A. obtained at C. H. S. over a pe riod of several years (Table 23) .
The means on the W. G. C. T. A. of a ll e"-1 Jerimental and control groups in
the 1972 study at C. H. S. , for the Nove mbe r and December tests were com bined to give a more complete su mmary of the critical thinking skills learned
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by students.

The pooled

mean was 63. 44.

This is considerably above the

five-year average of 59. 02 during the years 1963-68, which was reported by
Morris (1968), although slightly below the average of 64. 90 reported by
Miller (1970).

Table 23.

Comparison of means on the Watson-Glaser Critical Thinking
Appraisal form YM, 1963-1972

1963
67 .00
66.00
65 . 00
64.00
63.00
62 .00
61.00
60.00
59.00
58.00
57 .00
56 . 00

1965

19 66

1967

1968

1970

1972

64.90
63.44
61. 13
60.48
59 . 86
57.19
56.44

This comparison of means, while of general interest, was not
statistically sigruficant at the . 05 level. The fact is that the experimental
media treatment failed to produce significant differences in critical thinking
scores on any of the dependent variables.

The main objective of this s tudy,

which was to develop a curriculum for teaching critical thinking through the
use of video taped seminar discussions, was not a statistically significant
success. The educational significance of the study is more difficult to
assess.
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The video tape demonstrating the critical thinking skills taught in
the C. H.

s.

study may be of interest to other social studies educators

interested in producing tapes of this type.

The development of an observational

system for student use may al so be of interest to educators who desire to involve
their students in this aspect of the educational process.
The combining of the Shaver (1962) model for teaching critical thinking
with the procedures outlined in the minicourse model for teacher education may
also have provided some information to social studies educators.

With no data

to suggest the relative worth of the curriculum items developed for this study,
the educational significance of each must be open to question.

Research Recommendations

At the conclusion of the st1.1dy at C. H. S. in December of 1972, there
were still approximately three weeks remaining in the first semester of the
school year.

Because of the nature of the treatments used during the study,

prior to this time the audio and discussion groups had not seen themselves
on video tape.

The students in these groups had asked to observe on video

tape their use of the critical thinking skills which the video group had been
practicing.

The decision was made by the teachers who had assisted the

writer with the study to use this three-week period to "rotate" the audio
and discussion groups through discussion sessions during which they would
be recorded on video tape . As a result, each student in the study was able
to participate at least once in all three of the discussion procedures used
in the ten-week study.
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On the last day of the semester, the students who had participated in
the study were asked to fill out a "Student Evaluation Form " to obtain their
reaction to the study . A copy of the entire questionnaire is included in the
Appendix.

The students' responses to the first and fifth questions, however,

are of interest.
The first question was, "What is your general reaction to the class
you are completing?" The fifth question was, " What is your reaction to the
recording and scoring procedures that have been u sed? State which method
you think has been most helpful in helping you learn critical thinking discussion skills. "
The twenty-three students present in the social issues c lass the day
the questionnaire was handed out were all positive in their reactions to the
discussion procedures used in the study.

Twenty liked the video tapes ses-

sions best, and one student, who said he was afraid of recorders, indicated
a preference for the discussion group.

Twenty- one students were present

in the American history class to respond to the questionnaire.
one felt the course had been rewarding for them.

All twenty-

Sixteen liked the video

taped discussions best, one liked the discussion sessions best and the other
four stated "no preference. "
Based on positive student and faculty response toward the study at
C . H. S., a long with favorable response from state educational personnel and
the patrons of C. H. S. generally, the teaching of critical thinking skills
through the procedures described in this report will be continued at C. H. S.
Nevertheless, adequate data on the student interest produced by the study
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were not collected. Student interest in learning the skills of critical thinking
appeared obvious in the previous study (Miller , 1970) at C. H. S. , and as the
responses on the student questionnaire indicate, appeared to be pre sent
during the 1972 study.

This interest in critical thinking may be a "cos meti c"

or haw thorne e ffect brought about by the activities of the researcher and may
not be long las ting or sustainable with extensive treatment--possibilities worth
further investigation.
Other questions about the discussions' impacts in the affective domain
remain unanswered: Were there differences among the treatments? Was the
interest shown by students generated by the recording or discussion procedures
or by the discussion topics? Was the interest in discussion that was demonstrated in the classroom carried over into community activities? These kinds
of questions would be of interest to a person replicating the C. H. S. study,
and suggest the need for explicit attention to affective outcomes.
Several other questions were raised during the study which may be of
sufficient interest to warrant further investigation. The personality styles
of students as related to their wi llingness to be videotaped was not investigated. Outgoing verbal students, for example, may react much differently
to video feedback than would students with more reserved personalities.
Dependent variables for assessing reactions to discussions are not plentiful,
thus opening another area for the researcher interested in the effective
domain.
Another area worth investigating is the "feedback" portion of the
minicourse model which requires the use of video tape playbacks of the
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s tudent' s performance.

The results of this s tudy seemed to indicate that

there was no differe nce in the use of the critical thinking skills taught
during the study among those stud ents who r eceived video feedback, those
who received feedback from audio recordings, and those who received no
feedback except from their analysis using the Mimicourse 14 check sheets.
Research (Gall eta!., 1971) which was not avai lable until after this study
was completed also indicated that audi o feedback was as effective as video
feedback in bringing student behavior into correspondence with the "model"
behavior demonstrated on video tape.

The possibility that varying types

of feedback are equally effective is important to educators who would like
to use the minicourse model of education, but who lack video tape resources.
The use of a self-evaluation-ob servation system, such as the S.D. C. L. ,
by students also raised some potenti a lly s ignificant research questions. As
was mentioned earlier , an obse r vational system that has categories genera l
e nough to permit s tudents to perform a self-a na ly sis is probably not s pec ifi c
enough to collect research data.

Perhaps a future study could replicate the

procedures followed in the 1972 C. H. S. study, but use as the instrument to
collect resea rch data, a more dis c rimi nating instrument.

Such a system,

in the hands of a trained observer, might id entify significant differences in
critical thinking skill s which could not be assessed with the S. D. C. L.
T he Shaver (1962) model for teaching critical thinking is itself an
excellent starting point for future research.

The model requires the teacher

or curriculum de s igner identify the critical thinking skills he wishes to
teach, a nd then to teach these sk ills to students.

The procedures, methods,
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a nd material s that could be used to teach critical thinking are as numerous
as the innovative researc h wishes them to be.

Wltile the use of the mini-

course method of teaching critical thinking was not statisti cally successful
in the C. H.S . s tudy, the Shaver (1962) model can be recommended to other
researchers and curriculum designers as an excellent starting point for
future a ttempts to teach cri tical thinking .
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Appendix A:

Minicour se 14 Outline
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OUTLINE OF COURSE SKILLS FOR TEACHERS AND STUDENTS

Course Objective: Develop skills for discussi ng controversial issues
effective ly.
MODERATORS

PARTICIPANTS

Lesson l
Objective: Hwe an open discussion in wWch people feel free to say what
they think.
1. Support every person's right

1. Talk to each other, not just

to his own opinion.
2 . Use supportive silence to prom ote group interaction.
3. Distribute participation by
ca lling on silent group members.

2. Don't monopoliz e .
3 . Ask others what they think.
4. Don't engage in personal attack.

the moderator .

Lesson 2
Objective: Listen to others :md keep the discussion focused.
1. State the issue at the beginning

of the discussion.
2. Restate the issue to keep tbe
discussion focused.
3. Summarize statement made by
participants.

1. Listen to others' ideas .
2. Acknowledge others' ideas.
3. Question irrelevant r emarks .

Lesson 3
Objective: Analyze different points of view.
1. State areas of agreement or dis-

agreement.
2. Ask for temporary agreement to
break up cleacllocks.
3. Ask for clarification.
4 . Ask for reasons why someone holds
a particular viewpoint.

l. Ask for clarifi catio n.
2. Ask for reasons for others'
opinion s .
3. Give reasons for your opinions.

Lesson 4
Objective: Evaluate the effectiveness of a discussion.
1. Ask for a brief review.

1.

Review the main points of the
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2. Ask participants to explain viewpoints different from their own.
3. Ask participants to tell their
current opinion a nd how the discussion affected it.
4 . Ask about the next step for the
group, or individuals.

discussion.
2. E:>:plain viewpoints different
from yours .
3 . Tell your current opinion and
how the discussion affected it.
4 . Suggest the next step for the
group, or for your personally.
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Appendix B :
Video Tape Script
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TEACHING CRITICAL THINKING THROUGH STUDENT SELF ANALYSIS
OF VIDEO TAPED SEM INAR SESSIONS

NARH.: The tape you are about to see will demonstrate several kinds of discussion techniques that are helpful to those engaged in the resolution of value
conflicts .

These techniques, when used consistently by a person involved in

this type of discu ssion will aid that person to more rationally approach the
problems we all face in our daily lives.

A person who uses these skills,

known as critical thinking skills, is better able to make important decisions
in the social-political world we all shar e .

Such decisions as support or

opposition for the death penalty, abortio n, war or peace , or simply whom
to vote for in the next election, are a ll examples of controversial issues
that are common to everyone, but which must be resolved by eac h person
individually before he can state his position to others .
There are many kinds of behavior that can be called critical thinking behavior, and eac h of these behaviors can be interpreted differently by
those who see the m.

This tape, however, will identify and give examples

of nine specific kinds of behavior that have been identified as critical thinking for the course of s tudy you are now beginning.
As the course continues you will be given several oppo rtunities to
use these ski lls in discussion session s which will be recorded, and which
you will have the opportunity to evaluate as to how effectively you have participated in the discussion.
Begin tape by showing two students in a discussion situation.
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_ _ _ _ : Captain Vere is so dogmatic .

lle doesn't even want to give

Billy a chance .
_ _ _ _ : The real problem is malting the distinction between what is morally
right and what is legally right.
_ _ _ _: I really don't like sea s tories anyway.

They 're always so rough

and bloody.
_ _ _ _: Obviously Billy had no legal right to hit Claggart.

But what other

way was there to defend himself: He couldn't talk.
_ _ _ _: I saw a movie on television Sunday night something like "The
Mutiny Act . " The good guy got killed because some c ruel captain wanted
revenge.
You hnvP. just observed three students in a discussion in which each
student is giving an opinion or stating a position without taking notice of what
the other person is saying . Here are the same students discussing the same
issue, but this time the dialogue is tal<.ing place us.i ng the skills of c ritical
thinking.
Captain Vere is so dogmatic.

He doesn't even want to give Billy

a c hance.
I don't think the problem is so much in the type of man Vere is ,
but rather the legal bind in which he i s caught.
_ _ _ _ : I don't see what difference either position makes:
the proble m as a flaw in the character of Captain Vere.
problem as a poor sea captain caught in an unjust !ega l system .

sees
sees the
As far as I

am concerned the results are the same: An innocent man is hanged.

13 1

_ _ _ _ : But it does make a difference, because the central problem i s to
find out whether Captain Vere did the right thing.
_ _ __ : I agree, and I don't see how you can blame the system whe n the
young officers offered a number of possibilities for saving Budd's life , whic h
the captain all but ignored.
_ _ _ _ : I see what you people are saying now.

You agree with me tha t a

wrong was committed in hanging Billy. Our problem now is to find out where
to put the blame.

We can blame Vere or we can blame ci rcums ta nces tha t

are beyond Vere's control.
NARR: In t his discussion _ _ _ _ opened her rema r ks by s tating he r po s it ion.
Thi s s tatem ent of position , or belief, or a term we will be us ing often from
now o n, value judgement, in which a person expr esses a prefe r ence for a pe rson, object or position in the argument in terms of a social or legal value such
as privacy , fr eedom of speech or religion or the general welfare of the group ,
is step one of the critical thinking process.
Here we see _ __ _ clearly state her position on the subject under
consideration :
_ _ _ _ : Captain Vere really had no choice; the Mutiny Act stated that
striki ng an officer in wartime was a capital offense.
The Captain could have disobeyed the law.

He did have that c hoice .

But why should the Captain stick his neck out? Why should he do
what he knew was wrong, and suffer possible punishment for that later ?
_ _ _ _ .: But it wasn't wrong to save Billy's life. The law itself was wr ong .
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You mean obeying the law is wrong'?
Sure, when your conscience tells you that there is a ltigher moral
law being violated . The Nazis were obeying the law when they executed
innocent civilians in concentration camps.

Obeying that law was not right .

_ _ _ _ : Well, suppose my conscience tells me that it is wrong to come to
school and be brainwashed by English and social studies teachers.

Is it OK

for me to defy the school attendance laws and stay home?
_ _ _ _ : But that's different. You're not being brainwashed.

You're being

educated to know more about the world around you.
_ _ _ _ : I think you're right, but my example points up the issue we're
discussing pretty clearly: When is it r easonable or justifiabl e to obey one's
conscience when it means disobeyi ng the law? To answer this question we've
go t to explore a number of situations and ask about each: What is there about
this situation that makes conscience more important than law, or law more
important than conscience'?
NARR.: Once you have stated your position concerning the issue being discussed,
you then have the responsibility to usc the proof process to validate and clarify
your position. One of the best ways to do this is to support your argument
through the use of legal c!rums.
But isn't hanging harsh for s imply striking a man?
That was the law.
Then the law was much too harsh.
There must have been a darned good reason for making it so harsh ,
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and I guess the reason was that the sailors were such an undisc iplined rowdy
lot.
_ _ _ _ : You're always blaming the sailors.

Don ' t forget that many of

these sailors were dragged off the streets of London agai nst their will.

They

were actually kidnapped and forced to serve.
_ _ _ _ : So what? That's not much difference from our draft today.

We

force people to serve, but we expect them to obey officers.
_ _ _ _ : But an officer like Vere is so w1reasonable.

Why didn't he just

have Billy flogged? He really didn't have to hang him.
_ _ _ _ : That was his legal obligation.

He had no choice.

NARR: Another important skill used by the critical thinker is making sur e
we have all of the facts of the issue in mind, before we try to resolve the
conflicts these facts illustrate.
_ _ _ _ : I think that we must agree on the facts of this situation before
we can resolve the moral or legal question of Billy's death.

I think we

need to know the reasons for the fear of mutiny aboard the Indomitable; I
think we need to know how Billy Budd came to be aboard the ship, and why
he was promoted to captain of the for etop . It would also help to know the
facts surrounding the disagreement between Billy and C!aggart.
_ _ _ _ : I think _ _ _ _ is right.

If we can determine these facts I

think we can reach a much more rea listie position concerning the execution
of Billy Budd.
NARR: A person in a discussion who can cite the facts surrounding the issue
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being discussed will be in a much better position to defend his posi tion ,
t han t he person who can cite no facts to validate his argument.
Along with the use of factual claims in a discussion, the critical
thi nker m ust a lso be able to cite the source of the facts he had presented .
_ _ __ : The furuw thing about the John Brown case is that mos t of his
fo llowers and sympathizers were white.

Probably the Negroes really didn ' t

want their freedom that badly.
_ _ __ : T ha t 's not true . There were lots of Negroes ac tu a lly fighting wi th
John Brown at Harpers Ferry.
_ _ __ : According to my history text there were only 18 m en wi th him at
Ha rpers F erry anyway.

How many of them were Nego r es?

Most of them were weren 't they?
The encyclopedia says that only five of Brown's r a ider s we r e
Neg r oes.
OK.

Maybe that's true about the men in the raid.

But t here were

l ots of Negro sympathizers all through the South.
Why do you say that?
rn my book it says there were three other major atte mpts to fr ee
the s la ves .

Things were so tense that the Southern whites were afraid e ven

to teach s laves to read and write, or to hold religious meetings without a
white man present.

With these precautions, there must have been a lot of

sympathy for what Brown was trying to do among the Negroes.
_ __ _ : Look at what happened afterward .

Who supported Brown la te r ? A

bunc h of white ministers and abolitionists in the North.
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_ _ _ _: But you're overlooking; thr letter from the colored women of
Brooklyn we saw in the film.
_ _ _ _ : You're right about that.

We seem to have some evidence to

support each point of view.
Why don't we agree to look up some more material on this issue?
Now what exactly is the issue?
I guess it's whether or not there was a lot of Negro sympathy for
what John Brown was trying to do, or whether his support came mainly from
Northern whites.
NARR~

It is important to note that both students found sources of evidence to

support their point of view.

You must be willing to check out the facts in a

wide variety of sources, remembering that factual claims are often in conflict, and that one of the most difficult problems facing the critical thinker
i s the resolution of conflicting sources of inforrmtion.
A problem that is similar to resolving differences in factual claims
and conflicting sources of inform ation is that of agreeing how a word or phrase
is defined or should be defined.

Everyone has been involved in discussions

where the entire issue centered about the definition of a word or phrase.
Here is one example of how to resolve differences over a definitional claim.
_ _ _ _ .: The charge of treason against John Brown was very unfair.

Per-

haps he did violate some law, like inciting violence, but the idea that it was
treason is simply too harsh.
Of course it was treason.
ment of Virginia.

He was trying to overthrow the govern-
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_ _ _ _: John Brown says right in the case that he had no intention of
committing treason. He simply wanted to free the s laves.
_ _ _ _ : It makes no difference whether it was intentional or not.

If the

result is th e same, it' s treason.
_ _ _ _ : But Brown just wanted to get rid of s lavery . He didn ' t really
want to ove rthrow the whole government.
_ _ _ _: I thin k he wanted to start a new type of society , and tha t he did
want to overthrow the government of Virginia. The real problem is whether
or not he committed treason, and that hinges on how

\\e

use the word.

_ _ _ _ : Let's agr ee on how we're using the word "treason," before we
argue the facts of the case.
_ _ _ _ : OK.

Let's say that t reason means committing an act with the

knowledge that it may very well cau se the government to be destroyed.
_ _ _ _ : That's fine, and I say that John Brown had no such knowledge.
NARR.: In the example just shown both parti es in the discussion s tipulated or
agreed on the meani ng of a word. You may also want to rely on an authority
you can both agree on or perhaps usc some other teclmiques we will be di s cussing later.
Another skill the criti cal thinker oft en uses to prove or to clarify
hi s po sition in a discussion i s the use of an analogy. An analogy is a set
of statements which describes real or imagined situations similar to the
one under discussion.
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It was right for Captain Vcre

the law.

to hang Billy because he had to obey

He had no choice.

_ _ _ _: What if your kid sister were seriously injured, and your father was
arrested for speeding while he was taking her to the hospital.

Do you think he

should be convicted and fined?
No.

Then you're allowing your father to break the law.
Of course, but that's different.

My father was trying to save my

sister's life.
_ _ _ _: Billy Budd was trying to save his own integrity and honor.

Perhaps

for him that was worth striking an officer--breaking the law.
_ _ _ _: I guess in my father's case I think the value of my sister's life
is more important than the value of my father's obeying the law.

But I think

obeying the law on the ship is more important than the value of Billy Budd's
keeping his honor or integrity.
NARR. : The use of an analogy forces the person to do two things.

First, to

see that there are at least two competing values involved, and second , it
forces him to show why he may uphold a value in one situation and yet reject
that value in a similar situation.
During a discussion it is almost inevitable to turn away from the facts
of a case and to start to wander from the objectives of the discussion.

When

thi s happens it becomes necessary for someone to exert some control over
the group or to give it some direction.

This becomes necessary if the discussion
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is to proceed toward the resolution of the conflict being discussed .
_ _ __ :Say, _ __ _, what do you think of that law Congress passed about
burning draft cards ?
_ _ _ _ ,: It's a good law .

Those guys really bug me . Just a bunch of

beatniks trying to dodge the draft.

They ought to be in jail.

_ _ _ _ : I don't think it's a good law.

How are you going to enforce it

fairly? Suppose somebody tears up his draft card by mistake?
Who'd do that?
It's a stupid law.

What harm docs it do to burn a draft card ?

Besides, look what they did to David Jones.

He's a sincere , clean-cut kid ,

but they put him in jail.
_ _ __ : Well, he's not so bad, but some of those other guys . • . Besides
they are encouraging others to buck the draft.

. • • It's unpatriotic .

_ _ _ _: It's not unpatriotic if you believe that the war is a violation of
Am e rican principles.
You mean the war in Vietnam?
Yes, we're killing a lot of people and using gas and napalm a nd
all that j ust to support an unpopular dictatorship.

That's against our prin-

ciples.
Well, it's al so against our principles to let the Communists take
over.
_ _ _ _ : The VietCong aren't just Communists.
people in their movement too.
munists.

There are a lot of other

It's the government that calls them all Com-

They say they are nationalists.
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_ _ _ _ : I think you two have missed th e point entirely. You s tar ted your
conversation talking about the law concerning draft card burning then you
argued about the war in Viet Nam and now you are arguing about the definition of a Communist. I think you would be better off if you followed a few
of the rules of problem solving, the first one being to clear ly state the issue
you're talking about.
NARR. : In this situation a third person felt it was necessary to control the
procedures of the group and to direc t those in the discussion back to the main
idea of the discussion. Often this control will come from the group leader, but
it is a bette r idea if everyone in the group feels responsibl e for the success of
the group's discu ssion.
Another responsibility a person seeking to develop hi s critical thinking
ability ha s is to challenge, in a thoughtful way, those pos itions in the argument
he disagrees with.
Well, even though you feel sorry for Budd, I guess he got what he
deserved.
How can you say that? Ile was inno cent.
He was involved in the mutiny.

And Claggart had good reason to

believe that he might s ide with the men if violence actually broke out.
_ _ _ _ : All the evidence indicates that Billy was perfectly loyal to the
captain.

What about the end of the case when he said "God Bless Captain Vere ?"

_ _ _ _: It wasn't Vere's fault that Billy was too stupid to see that he was
committing a crime.

Billy was dangerous without even knowing it . Maybe he
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couldn't s top himself from hitting Claggart.

That doesn't mean that Bill Budd

wasn't a dangerous man.
_ _ _ _ : I'm a little confused now.

Are you saying that Budd was punished

because he was guilty of a crime or because he was dangerous ru1d stupid ?
_ _ _ _ : I'm saying that all the men on the ship were dangerous.

They were

a bunch of mutinous pirates , and the officers had good reason to be careful
and treat the crew members harshly.
NARR. : In thi s di s cus sion the challenge to a statement and the response to
the chall enge led to a clarification of the positions of those in the group.

Un-

less each person is willing to thoughtfully question and challenge the positions
of others, the r esolution of the conflict under discussion will never occur.
Often times during a discussion another person will take a position
that is similar to your position or idea. ln such instances it is important
for you to indicate your support, as this will help others to better understand
your position on the issue being discussed.

The support you give can be non-

verbal s uch as nodding your head, or it may be verbal as in this example.
_ _ _ _ : Vere's idea of the law was hard and fas t.

He r eally could have

shown a little mercy.
I think Vere had in mind not only that the Mutiny Act was a very
rigid law , but a lso that the purpos e behind it was based on e":perience .
But the purpose really could not have been to punish people like
Billy.
_ _ _ _:. Not exactly , but the purpose was to show that the law would deal
ha rshly and impartially with any act of disobedience.
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You're saying that the major reason for hanging Billy was not to
punish him, but to set an example for the other men.
That's right.
I think there's a real question of the results even if the act is used
that way.

Maybe the men will see how unjust the act is and have even less

respect for the officers of the ship. It might breed mutiny instead of controlling
it.
_ _ _ _ : I see what you're driving at.

At least we can see why Vere though

he had to do what he did, even though it right not turn out the way he want ed
it to.
NARR . : In this example you see two people that are using their agreem ent on
an issue as a starting point to clarify and resolve the issue before them.

The

resolution of controversial issues is dependent upon the support of others, as
well as the question of others. The resolution of value conflict is never easy
to achieve, and sometimes it is impossible to achieve.
Perhaps the only agreement that will come fro m the discussion of
public issues, is the agreement to disagree.

Even in these cases the partici -

pants in the discussion should have achieved deeper insights into opposing
points of view and should hav e had the opportunity to express their own views
cl early and effectively.
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Appendix C:
Discussion Topics and Schedule of Presentations
for the Social Issues Class
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8-14 Sept. 1972

Discussion Topic No. 1
Communication and Freedom

Discussion Topic No . 2

15-21 Sept. 1972

Freedom, Responsibility and the Draft

Discussion Topic No. 3

22-27 Sept. 1972

Drugs and the Youth Culture

Discussion Topic No . 4

28 Sept. - 5 Oct. 1972

The Exercise of Authority

Discussion Topic No. 5

6-12 Oct. 1972

The Constitution and Human Rights

Discussion Topic No . 6

13-19 Oct. 1972

Freedom and Extremist Groups

Discussion Topic No . 7

20-26 Oct. 1972

El ections and the Transfer of Power

Discussion Topic No. 8

27 Oct. - 2 Nov. 1972

Minority Groups

Discussion Topic No. 9
Family Planning

3 -9 Nov. 1972
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Discussion Topic No. 10

10-15 Nov. 1972

Poverty

Discussion Topic No. 11

1-7 Dec. 1972

Women's Liberation

Discussion Topic No. 12
Violence and War

8 -15 Dec. 1972
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Appendix D:
Discussion Topics and Schedule of Presentations
for the American History Class

146
8-14 Sept. 1972

Discussion Topic No. 1

Compare the values of the European colonizer with those values of the
Native American.
A. Why did these value systems come into conflict ?
B . In your opinion, could this conflict have been avoided?

Discussion Topic No. 2

15-21 Sept. 1972

The contribution s of Puritan society has been a highly controversial subject
in American history. The traditional view of the Puritan is one of a sour
personality, strict moral code, witch hunting, and unreasonably religiou s .
That description is now being challenged.
A.

Can we agree as to a characterization of these people and
their society ?

B.

How did the influence and power of the Puritan theorcrcacy
ebb during the first 60 years of settlement at Massachusetts
Bay'?

C . What economic philosophy did the Puritans hold? Did this
conflict with the religious philosophy of these people ?
D. Evaluate the Puritan contributions to subsequent American
culture.
E.

Evaluate Roger Williams .

Discussion Topic No. 3

22-27 Sept. 1972

The word "rebellion" has been a popular word with young people during the
past few years. Compare the rebellion represented in the American
Revolutionary movement with the so called "youth rebellion " of today . Compare values, notives, means, objectives and desired end results.
A.

Is violence an acceptable method of bringing about change?

B.

How effective is a non-violent approach to resolve differences?

C. Can the American Revolution be justified strictly on the basis
of what England did to the American colonies?
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Discussion Topic No. 4

27 Sept. - 5 Oct. 1972

Was the Revolution an expression of "majority rule?" Is the desire of the
majority a valid position for the nation to follow?

Discussion Topic No. 5

G-12 Oct. 1972

A.

Interpret "Shay's Rebellion" as to its effect on American
political thought. Did it aid man's search for freedom a nd
hwnan dignity ?

B.

Compare Shay's activities with those of Sam Adams and the
Sons of Liberty prior to the Revolution. How were they
similar, dissimilar?

Discussion Topic No. 6

13-19 Oct. 1972

Evaluate the personal philsoophies of Alexander Hamilton and Thomas
Jefferson in relationship to the purpose and method of establishing a
successful American government. Some areas you may wish to consider
are:
A.

What role was the common man intended to play in government?

B.

Which man's " American Dream" was actually realized?
Which was better for the country'?

C.

How was the constitution intended to be interpreted?
From a modern day perspective, which was better?

D.

Which man's point of view would have best realized the
principles of the Declaration of Independence? Which
man's position, in reality , was best for the country?

E.

Which man's point of view has greatest acceptance today?

F.

Which modern political party subscribes most to Hamiltonian
views? Jeffersonian? Which party would you support ? Why?
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Discussion Topic No . 7

20-26 Oct. 1972

Interpret the pertinent pa r ts of the " Monroe Doctrin e" and s tate your position
as to how far America should go today to enforce this doctrine.
A.

President Monroe made "specific claim s" as to America's
rights in the Wes te rn Hemisphere . How accurate are those
statements ?

B. America's position in the world community has drastically
changed since 1923 . Have these changes a ltered the impact
of the Monroe Doctrine?
C.

Was America justified in announcing the Monroe Doctrine in
1823 without South American approval?

D.

Do you agree with Presidents Eisenhower and Kennedy's
handling of the Bay of Pigs invasion ? Cuban Missile Crisis ?

E.

What should Am erica' s reaction be to the Marxist President
of Chil e?

Discussion Topic No . 8

27 Oct. - 2 Nov . 1972

Critici ze the arguments us ed by J ohn C. Calhoun and President Andrew Jackson in defending the positions each took regard ing nullification.
A.

With which argument do you agree?

B. In a current dispute , who should set pollution stru1dards
in the states? Could the state best handle this problem
within he r own borde r s? Would the tmiform action of the
federal governm ent meet the need of pollution control better?
C.

What are some identifiable dangers of having the federal
government control pollution standards? States?

D.

What advantages would each have to offer?

Discussion Topic No . 9

3-9 Nov. 1972

This period of "manifest destiny" s howed Americru1s at their most agressive
stage of history, but not their most attr active . Historians debate the motives
which impell ed American Expansion during the 1840's . \Vhat impressions or
feelings do you lkwe regarding the "mru1ifest destiny" period ?
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A.

Evaluate President Polk's activities. 1845-1846 as justifiable
or as imperialistic.

B.

Is imperialism acceptable? Justifiable'?

C. Suggest five or six rationalizations by which expansionist
Americans defend their territorial aggressiveness .

Discussion Topic No. 10

10-15 Nov. 1972

More has been written of the Civil War than of any other American conflict.
A still gro\ving store of literature, song, and legend centers upon this time.
Perhaps because the human carnage and miser was so great, or perhaps
because the tragic conflict left weighty problems unsolved to the present day,
historians have examined and re-examined its causes . From your reading
and study you should consider s ome of the following areas of discussion.
A.

Evaluate the economic systems of the North and South .
Which section do you find most appealing?

B.

Summarize the values that were held by the North and
South at this time.

C.

Compare the feelings of racial hatred in the North and
South prior to the Civil War, and today . Have these feelings changed? Explain.

D. What moral and ethical problems faced the North a nd South
as the issue of slavery and equality became an area of conflict to many people? Were the northe rns guilty of a form
of s lavery themselves ? Which was worse?

Discussion Topic No. 11

1-7 Dec. 1972

F r eedom. Human dignity. States' rights. Constitutional rights. Human
rights. Freedom of association. Equal protection under the law . All of
these words represent beliefs or values that human beings hold . Almost
a ll of us would accept at least part of these values as our own. Each one of
u s , however, would define the word that represents our values differently .
Each one of us would probably agree that each person in America would not
have the same values that each other person had. Naturally, if our disagreem ent over values became serious enough we would be faced with a value conflict si tua tion perhaps serious enough that we might resort to violence to
attempt to resolve our disagreement.
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A.

Compare the condition of Negro people in 1859 with the
condition of Negm people today . Give your interpretation
of the term "equal protection under the law," a nd imagining
yourself to be black state whether "equal protection" has
been achieved.

B.

Compar e the terms "freedom of association " and "equal educational opportunities for a ll. " Did these two values come
into conflict in 1859? If so , in what way? How would you
r esolve this value conflict ? Are they in conflict today?

C.

Is th ere a value conflict between a belief in the " rule of law"
and "freedom to obey one's conscience?" Is there a connection
between morality and obeying the law? Would you have obeyed
the fugitive slave laws ? Are there s imilar moral-legal conflict existing today? Explain?

Discussion Topic No. 12

8-14 Dec. 1972

A.

Summa ri ze the issues that formed the basis of the value conflict between Andrew Johnson and the Radica l Republicans.

B.

Compare the s trengths of the arguments that were used by each
side of th e conflict and s tate which point of view you would have
supported.

C . State which point of view was most charitable toward extending
the ethical standards of free dom ru1d human dignity to all
citizens.
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Appendix E:
Seminar Di scussion Check List and Student Record Sheet
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SEMINAR DISCUSSION CHECK LIST

Name _ _ _ _ _ _ _ _ _ _ _ _ Date - - -- -

l'lo. o f Responses
Value J udgement

I 2 3 4 5 6 7 8 91/0

2.

Legal Claims

1 2 3 4 5 67 8910

3.

Factual Claims

Stataments in which the speaker expresses a preference for a person,
object or position in the argument in terms of a social or legal value,
such as person;.~/ privacy, freedom of speech or religion, or equal p ro·
tec tion of the law.
"Mr. Kohlf!r ccrtc"linlv should have the right to run his business and tn
make contracts wah his I'IOrkers L"lithout union interference."
Statemf!ncs in which the speaker asserts that someone has a legal righ t to
do something, such as equal protection under the law, constitutional
r ights, etc.
"AccordinrL to the Constitution, even a murderer has t he righ t to a fair
and speedy trial."

1 234567 8910

Statements describing specific ev(]nts or making predictive generaliza t ions.
" The first attemp t at integration v.ras at Little Rock on Seotember 4 1957"
'"Negroes are just as intelli'gcnt as whi'tes. n

4.

A sta tement describi'ng the source on which a claim, a defini'tion, or

So urce o f
I n formation

1 23456789 10

5.

D ef initional

Claim

~'illue judgemen t is based.
.
"'Mv text book· swres th.1t over 600.000 people lost t he/r lives as a
result of the Civil War."

A statemen t about how a wnrd nr (Jhrase is de fined or should be defined.
" I believe that an emerof'nr:v nrruro; wlu•n (lnf! 0r mart! "'~a ... .'c ~rc /r;
danger of being injured or of loosing their lives or property."

12 3 456 78910

6.

Case·A nalogy

1 2 3 4 5 6 7 8 9 IG

1.

Claril/cation
Procedural

A set of statements which describes real or hypothetical situations
analogous to the one under discussion.
"If your cf;xl \~lc1S arrested for speeding while on his way to save someone
from great Jwrm, would vou sui/ feel that everyone who breaks a law
should be arrested?"
A statenwnt in which the speaker communicates something in order to
f ocus attention, or a statement directed at controlling the immediate

silUc1lion.

2 3 4 5 6 7 8 9 /0
8.

Challenge

" L et's wke a vote.··
"Let's givOc~c a ch.mce to talk."
"Get /;.Jck in your seat and set do1vn."
State:ncnrs challenging th e statements of others.
"I don't think you've proven vour point."

1 23456 78910

9.

Support

1 2 3 4567 8910

Statements supporting the statements of others.
"I agree thu tnc 1~1ar should never have been started."
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Appendix F:
Non-Media Discussion Group Evaluation Forms

Lesson 1 - 4, Discussion Evaluation Forms are reprinted from the
Minicourse 14 materials developed by the Far West Laboratory for Educational
Research.
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DISCUSS ION ANALYS IS

Nante_______ ____ ________

Date__ ______ _ _______

Topic ___________ _

TAK ING A POSITION
Yes

No

I.

Did I state my position in a testa ble fo rm?

Yes

No

2.

Did I fuUy understand the position of others?

Yes

No

1.

Did J use EVIDENCE, SOURCES, AUTHOR in', to support my posi tio n?

Yes

No

2.

Did I SUMMAR IZE in order to cbrify my position and the position
of others?

Yes

No

3.

Did I attempt to keep the d•scus.sion on the sui>jecl?

Yes No

4.

Did make

DISCUSSION

effo rts to resolve differences?

CHALLENG ING
Yes

No

I.

Did I cha!lcngc opposing views?

y., No

2.

Did I merely disagree or did I support my disagreement?

Yes

3.

Did I prCiposc an altcrn:ttc pl.:!n or solution?

No

PARTICIPATION
Yrs

No

l.

Wns I involved at alltimcs in th e discussion?

Yes

No

2.

I would rate my critical thinking ab1lify in these discussio ns as:

-5432 1 012345+
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LE SSON 1
DISCUSSION EVALUATION FORM

How did you do in using discussions skills?

Rate yourself on the foll mling:

Didn't do
A.

Directed my comments mainly t o
oth er students rather than the
moderator

B:

Asked others what they thought

C.

Engaged in personal attack

D.

Monopolized the discussion

0

Did

0

Didn' t do

D

Did once

0

Didn't do

D

Did once

D

Didn 't do

Did more
than once

0
Did more
than once

0

Did

0

0

H01v did your group do as a whole? Rate your~ on the following. (These
ratings are opposites. For example, i f your discuss i on moved along smooth ly,
check box 4; if it bogged down, check box 1; boxes 2 and 3 are for middle
ratings ) .
1

2

3

4

E.

Di scussion bogged down

F.

Students talked main ly to
the moderator

oooo

G.

Students did not lea rn
anylhi ng

DODD

DODO
1

2

3

Discu ssion moved along smoothl y
Students talked mainly to each
other

4

Students learned a lot
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LESSON 2
DI SCUSS I ON EVALUATION FORr1

After your discussion, rate yourse lf on the follGwing:
Didn't do
A.

Really listened to others

D

0

Didn't do
B.

Ackn ow ledge d previous speakers

c.

Que st i oned irrelev ant remarks

D.

Talked main ly to other stu dents
rathe r th an the mode rator

0

0

Did

0

Didn't do

~on

Did sometimes

0

Didn't do

Rate your discuss i on

Did sometimes

0

Did mos t
of the time

D
Did most
of the ti me

0
Didn't nee d to

0

Did

0

the fo 11 owing:
1

3

4

E.

Di scussion wandere d

DODD

F.

Students not really
li stening

DODD

G.

Students talked main ly
to the mode•·ator

Di s cuss ion s taycd focu sed
on the mai n is sue

2

1

2

3

Students really li stening

4

0 0 0 0

Student s talked mainly to
each othe r
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LESSON 3
DISCU SSION EVf1LUAT!ON FORM

After your discussion, rate yourself on the following:
Didn't do
A.

Asked for clarificat i on

B.

Asked others to give reasons

Did

0

D

Didn't do

Did

0

D
Didn't do

c.

Gave reasons for

D.

Acknowledged previous speake rs

O\vn

opinion

Did some ti mes

D

0

Did sometimes

Didn't do

Rate your discussion

~on

D

0

n

Didn ' t need to

0
Did most
of the time

D
Did most
of the time

l_j

follO'<~ing :

the
1

2

3

4

E.

Le t unc l ear statements
pass by

DO DD

F.

Stude nts didn 't learn
anything

DOUD

G.

Statement s 1verc not sup -

Du

1

1

po rted with reasons

Di dn't need to

2

2

3

3

Asked for c l arification
when needed

4

Students l earned a lot

4

LJ LJ

Reasons given al ong 1·1ith
statements
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LESSON 4
DI SCUSSION EVALUATION FORM

What sk ill s did you use in your discu ss ion?

Rate you rse 1f on the fo 11 owing:

Didn 't do

A.

Reviewed ma in points of t he
di scussio n accurate l y

B.

Stated others' positions
fairly

c.

Oec i ded on a next step
for yourself

D.

Changed my opini on as a

Did

D

0

Didn't do

Did

u

0

Didn't do

result of t he

Did

n

disc~J s. sior~

D

Didn' t
Ch ange

Changed
Somewhat

Changed
Quite a bit

0

D

D

Did
Someti mes

Did mos t
of the time

Didn't do

E.

Ack nowl edged previous speakc,.,

F.

As ke d others for reasons

u

D

Didn ' t do

Did

0

D
Didn't need to

D

D

Rate your discussi on 9I£l!P_ on the fo l lm<ing:
l

2

3

4

G.

Students not rca ll y
li stening

DDUD

Stud ents rea lly 1is teni ng

H.

Student s did not l ea rn
anything

000 0

Students l earned a 1ot

I.

Di scussion hod no effect

DODD

1

Di scussion resulted in
positi ve ac tion
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Appendix G:
Student Evaluation Form
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STUDENT EVAL UATION FOHM
NAME ___________________________GnOUP____________________
C LASS___________________________YEAR _____________________

1.

What is your general reaction to the c lass you a re cmnpleting ?

2.

Which topics have you enjoyed the most? Why?

3 . Which topics have you enj oyed the least ? Why'?

4.

Wha t topics would you have liked to conside r th'lt were not ?

5.

What is your r eaction to the r ecording and scoring procedures that
have been used? State which me thod you think has been most he lpful
in helping you learn Criti cal Thinking di scussion skills.

6. What is your fee l ing about the way the c lass presentation were made ?
How could the presentations be improved?
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